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 The purpose of this study was to investigate the academic impact of reading 
interventions provided to kindergarten through third grade students identified as at-risk 
for reading failure. Studies have indicated that educators become very concerned when 
the number of elementary students who struggle with reading increase. It is difficult for 
students to reach grade level reading expectation when they have a poor start at learning 
to read. The gap between these children and children who read well widens as they 
progress through the grade levels. 
 The research questions included 1) What gains are seen in reading abilities for 
children who are at-risk for reading failure and who receive intensive levels of reading 
interventions as defined by a scientifically based reading program? and 2) What changes, 
if any, could occur as a result of parents and educators gaining a better understanding of 
how children learn to read? In this mixed-methods study, the researcher conducted 
interviews and analyzed reading scores of students from two schools to determine the 
impact of reading interventions for children identified as at-risk for reading failure. 
School A was a Reading First School. Reading First is a program launched as a result of 
the No Child Left Behind Act of 2000. This program emphasized the implementation of 
scientifically based reading instruction for children at-risk for reading failure. School B 
was not a Reading First School, and it had no scientifically based early reading 
intervention program in place.   
 The two Schools (School A and B) were compared using year-end reading 
achievement scores. Findings from the comparison of the mean scores from quantitative 
and qualitative data revealed that there was no significant difference between the School 
 
  




A and B reading achievement test scores. The variables that may have affected student 
test scores were teacher qualifications and motivation. As a result of the findings, parents 
and educators may be better prepared to help students with reading difficulties through a 
new understanding that these children need extra support—the kind of support that only a 
highly qualified teacher can provide.  
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Chapter One – Introduction 
Background of Study 
In an age of high standards, standardized state tests and teacher and school 
accountability, the focus on student reading and other academic test scores has increased.  
Since the passage of No Child Left Behind in 2001, reading and math scores have been 
used to measure academic achievement. Although there are many programs designed to 
improve student reading and math skills, reading is still a challenge for many children 
(Allington & Walmsley, 1995). Unfortunately, teachers are not always able to provide the 
necessary support to specifically address the reading difficulties of various students. 
Traditionally, teachers relied on curriculum and assessments that they created themselves 
to help the struggling reader. As the focus on education increased, standards-based 
reform efforts prompted teachers and administrators to follow state expectation 
benchmark assessments (Hosp & Hosp, 2003).  
According to Knight (2008), upwards of 40% of children do not read at grade 
level. Torgesen and Burgess (1998) suggested that children who struggle to read often 
have difficulties in phonemic awareness. Phonemic awareness refers to hearing and 
decoding spoken sounds. Torgensen (2001) pointed out that those children who are 
attuned to listening to the different sounds that form words have a better chance of 
learning to read and write.  
Flippo (2001) explained that it is the goal of every classroom teacher to ensure 
that all students develop effective reading skills. However, Flippo determined that many 
teachers find themselves searching for ways to help struggling readers. The author further 
implied that by providing quality instructions to children who lack proficient reading and 
Effects of Early Reading Interventions             2 
 
  
writing skills is essential, if they are to develop effective literacy skills. Flippo (2001) and 
Ziolkowska (2007) pointed out that the sooner educators provide support to the struggling 
readers the more it increases their chance for reading success.  
 According to Pikulski (1994), providing effective instructions to children who 
struggle with reading is essential during the early years. Pikulski stressed that if early 
interventions are incorporated into the regular classroom instructions, the two would 
balance each other. This is an indication that reading success is greater when intervention 
is provided on a regular basics and with a high level of commitment (Florida Center for 
Reading Research ([FCRR], 2007). Torgesen (2006) from the Florida Center for Reading 
Research (FCRR) stated “that the very best intervention programs are only as good as the 
level of their implementation with students” (p. 6). Research conducted by FCRR 
stressed that studies have repeatedly demonstrated the importance of implementing early 
instruction that include the five critical components of reading: Phonological Awareness, 
Phonics, Fluency, Vocabulary, and Comprehension.  
 To be most effective, the five critical components need to be taught explicitly 
within classrooms that are powerfully positive and engaging, use writing activities to 
support literacy, and provide students with as many opportunities as possible to read 
interesting text and complete challenging reading and writing assignments (FCRR, 2007). 
According to Taylor, Short, Shearer and Frye (1995), the Early Intervention in Reading 
(EIR) program, developed by Barbara Taylor of the University of Minnesota, provided an 
option to the practice where regular school staff would pull students needing remedial 
reading out of class, and instead encouraged first-grade classroom teachers to use 
supplemental instructions. Taylor et al. maintained that the program has been evaluated in 
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numerous places, and it has been confirmed that teachers can effectively support the 
struggling readers. Taylor et al. (1995) stated that “the purpose of EIR is to accelerate the 
learning of the lowest achieving readers by providing them with twenty minutes of daily 
supplemental reading instruction by the classroom teacher, in addition to the regular 
heterogeneous classroom reading lessons" (p. 160). 
 When focus for instruction is given to phonemic awareness, phonics, word 
recognition and writing, to a small group of students, on a daily basis, children develop 
better reading skills. These students also strengthen their ability to read aloud while 
concentrating on story context (Taylor et al., 1995). Taylor et al. further implied that 
reading skills are strengthened when reading selections are short so that children can read 
the entire story and children have the opportunity to retell the story while focusing on 
pictures in the books. Retellings of stories, according to Taylor et al. should be divided 
into four categories according to their length; this allows children to progress through the 
reading materials during the school year. When this occurs, it enhances the possibility 
that by late February or early March, children will be reading independently and working 
more effectively together in pairs. 
 Other benefits of EIR include the overall intensity of the intervention. It offers 
schools a different approach to teaching reading to first graders and it could initial an 
adjustment to the way reading instructions are implemented to early readers (Taylor et 
al., 1995). Furthermore, this program has a combination of benefits. It is an effective 
intervention program for the struggling readers because it has enhanced the opportunity 
for struggling readers to get off to a better start. Teachers, who have implemented the 
program, also approve of it. Moreover, it is not costly and painless to use (Taylor et al.).   
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 Torgesen (2006) found that effective reading programs have systems in place to 
identify the students at-risk for reading failure. These systems allow educators to 
implement interventions designed to enhance specify reading skills. As a result, by the 
time these students reach third grade many are reading on grade level. Torgesen 
suggested that classroom instructions should be designed to improve reading skills for 
students, but the adoption of a high quality intensive reading intervention program will 
reinforce reading success for all students. Torgesen further maintained that an effective 
school-level intervention system has several essential elements.    
 Torgesen (2006) implied that these elements consist of (a) a system that makes it 
possible for teachers to identify those students who are struggling with reading and who 
need rigorous interventions; (b) a school culture that is motivated and experienced in 
implementing a monitoring system such as Dynamic Indicators of Basic Early Literacy 
(DIBELS), which is a reliable scientifically based monitoring system designed to help 
teachers monitor the effectiveness of the interventions and their instructions; (c) regular 
grade level meetings that encourage teachers to analyze data and make adjustment when 
needed; (d) adequate staff to implement effective interventions that consist of 
uninterrupted small group instructions; (e) adequate materials that are consistent with 
scientifically based research in reading and support; and (f) training for staff needing 
additional help with understanding the process of the intervention program.   
 According to Torgesen (2006), these elements seem critical for early reading 
intervention. How children are taught to read will determine their success. Students at 
risk for reading failure will profit if they are taught with the appropriate reading 
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intervention program. Children who are taught with inappropriate and ineffective reading 
intervention programs will fall further behind (Shapiro, 2008).  
Problem Statement  
Studies conducted by the U.S. Department of Health & Human Services (2000) 
revealed that functional illiteracy is one of the most significant problems facing any 
society. U.S. Department of Health & Human Services also revealed that youth between 
the ages of 16-21, who experience the inability to function appropriately because of 
illiterate, account for approximately 50% of the nation's unemployed youth, with limited 
possibility for obtaining employment. According to Daane, Campbell, Grigg, Goodman, 
and Oranje (2005), a report conducted by the National Assessment of Educational 
Progress (NAEP) in 2003 showed that 37% of fourth graders and 26% of eighth graders 
cannot read at the basic level (p. 22); and the authors also maintained that the NAEP, 
2002 report showed that 26% of twelfth graders could not read at the basic level (p. 11). 
“These statistics indicated that when students are reading grade appropriate text they 
cannot extract the general meaning or make obvious connections between the text and 
their own experiences or make simple inferences from the text” (NAEP, 2002, p. 1). In 
other words, as maintained by Daane et al. (2005) children in this category cannot 
comprehend what they have read.  
  Too many children struggle with learning to read. Armbruster Lehr, and Osborn 
(2001) indicated, many teachers and parents confirm that struggling readers face long-
term consequences. Their poor reading skills can have a lasting effect on self-confidence 
and the drive to learn. When students experience poor literacy skills in elementary 
school, it creates a vicious circle that expands as they go from one grade level to the next, 
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promoting academic failure that reaches it deepest point at the middle or high school 
level. Struggling readers faces long-term consequences. Their poor reading skills can 
have a lasting effect on self-confidence and the drive to learn. An alarming number of 
eighth graders lack the ability to read fluently, and approximately 70% are poor readers 
(Armbruster, et al., 2002). Educators must re-evaluate the way children are taught to read. 
The conventional ways of tracking a students’ performance is no longer effective, and 
grade retention has shown to have minimum effect. (Shepard & Smith, 1989; McGill-
Franzen & Allington, 1993).  
 Snow, Burns and Griffin (1998) stressed that reading is essential to success in 
society. According to Snow et al., being able to read is a quality that is treasured in most 
socialites, as it greatly contributes to financial success. They further claimed that the 
decline in the levels of literacy skills was created when the demand to enhance literacy 
skills became an issue rather than from declining reading levels. Snow et al. also argued 
that because of the continuous expansion in technology more emphasis is placed on 
literacy improvement, creating an excessive hardship for those who are unable to 
maintain at the expected levels. 
 The public has heard little about research on effective reading interventions for 
children who struggle with reading. Allington and Walmsley (1995) suggested that the 
gap between those who are proficient readers and those who are struggling readers 
continues to expand throughout each grade level. Documentation illustrates that poor 
reading skills creates a dilemma (Harris & Sipay, 1990). Vaughan (2007) emphasized 
that evidence shows that knowledge and the psychological or cognitive process is linked 
to reading disabilities.  
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 Clark and Akerman (2008) argued that pupils receiving free school meals (used in 
the study as an indicator of low socio-economic status) consistently experience barriers, 
both self-imposed and external, which influence their reading. These include the 
following: 
• attitudes towards reading – pupils held generally negative attitudes towards 
 reading; 
• reading enjoyment – pupils, especially boys stated that they do not enjoy reading 
 at all and never or almost never read outside school; 
• reading confidence – pupils were less confident readers than their peers;  
• access to educational materials (books, computers, magazines) – pupils had 
 more limited access to educational materials and had fewer books at home than 
 their peers; and 
• parental influence – pupils reported that their parents read at home less and 
 received less encouragement to read, especially from their fathers. (¶ 3) 
 Goldenberg (1994); Hiebert & Taylor (1994); and Reynolds (1991), pointed out 
that  there is a increasing “body of evidence that suggests that reading problems are 
preventable for the vast majority of students who encounter difficulty in learning to read, 
if these students receive extra support in the form of an early intervention program” (as 
cited in Pikulski, 1994, p. 1). To investigate this theory, this study examined the direct 
correlations between early reading intervention programs and student achievement, as 
demonstrated by standardized test score performance, for students entering the third 
grade. 
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Purpose of the Study 
      The general purpose of this study was to investigate whether students identified as 
at-risk for reading failure in kindergarten through third grade, who receive increasing 
levels of interventions in reading, will have a higher level of achievement than those 
students who receive limited interventions. Increasing levels of reading interventions are 
extensive interventions designed for students who are at risk for reading problems. Many 
Response to Intervention models are used to help educators understand the duration of 
intensity of providing research-based interventions to students with learning disabilities 
or at-risk readers (Scammaca, Vaughn, Roberts, Wanzek, & Torgesen, 2007). 
 According to Scammaca et al. (2007), Response to Interventions (RTI) is a 
different approach to identifying students in need of special education and is based on 
new innovative research. Scammaca et al. further concluded that commonly used terms 
that refer to reading instructions are sometimes misunderstood with the objective for RTI. 
For instances, educators and psychologists often mistake RTI as a model for teaching 
students with learning disabilities. The authors also claimed that there is no clear 
description for individualize implementation of interventions for students. However, the 
author emphasized that if teachers and school leaders are to achieve their goals and help 
students with reading difficulties, they need to gain a better understand about the 
uniqueness of the interventions, they need to examine varying lengths and its effect on 
interventions. Scammaca et al. further argued that students who receive limited 
interventions are those who may receive some form of reading intervention, but research  
indicated that it is not scientifically based.   
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 At-risk readers are children in kindergarten through third grade who have been 
identified through various assessments as having weak reading skills (FCRR, 2007). 
FCRR emphasized that many of these children need extra help to become good readers. 
These at-risk students normally received interventions for reading instructions at least 30 
minutes a day. Students are divided into small groups which consist of two to four 
students that are all reading on the same grade level. These intervention groups engage in 
guided reading practices where they read from text appropriate for their reading level. 
FCRR further maintained that early intensive levels of reading interventions also promote 
explicit, systematic instructions. Explicit, systematic instructions provided by teachers 
focus on five essential components of early literacy skills. These components, according 
to FCRR, are phoneme awareness (the ability to hear the individual sounds in a word and 
to segment the sound), phonics (the ability to associate sounds with letters and use these 
sounds to form words), vocabulary (the ability to understand and use word meaning), 
comprehension (the ability to convey meaning from text), and reading fluency (the ability 
to read words in connected text).   
  This study may enable educators to remediate reading difficulties earlier and 
lessen the ultimate severity for students having weak literacy skills. In addition, teachers 
and parents may develop a better understanding of what they can do to help students 
overcome or deal with reading difficulties. The researcher in this study evaluated the 
reading progress of at-risk children who participated in an intensive beginning reading 
intervention in kindergarten through third grade, and compared their level of achievement 
with students who received limited interventions. Reading scores of children who were 
identified as being at-risk for experiencing reading difficulties were evaluated and 
Effects of Early Reading Interventions             10 
 
  
compared. In addition, the researcher examined open-ended questionnaires, prepared the 
educators and conducted interviews with school administrators to evaluate the 
effectiveness of the reading programs and reading instruction that focused on the five 
major areas of reading: phonemic awareness, phonics, fluency, comprehension, and 
vocabulary.  
Rationale of the Study 
 NRP (2000a) and Torgesen (2006) found that many educators are concerned 
about the numbers of elementary children who struggle with reading. The National 
Reading Panel and Torgesen also claimed that struggling readers experience many 
difficulties; for example, they often have to repeat grades, some are assigned to special 
education classrooms and others may receive individualized instructions based on their 
level of understanding. Torgesen concluded that as these children advance through the 
grade levels, the gap between them and proficient readers are well-defined. Children 
experiencing reading difficulty in kindergarten through the primary grades have been a 
major focus point for state and federal government since 1996. Studies show that when 
instructions for early readers are research based it enhances the opportunity for success 
for the struggling reader. (NRP, 2000a). Balajthy and Lipa-Wade (2003) suggested that 
concerned educators and parents want to know and understand how to help struggling 
readers. In addition, Balajthy and Lipa-Wade indicated that educators are eager to learn 
what causes reading difficulties and how they can use various assessment tools to teach 
struggling readers effectively.  
 NRP (2000a) suggested that studies have been done to identify the most effective 
reading interventions for students who struggle with reading. NRP (2000a) pointed out 
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that by identifying specific teaching methods and instruction components that prove to be 
more effective for increasing the reading skills for at-risk readers, educators should have 
a better understanding of how to promote word recognition and/or reading 
comprehension skills. NRP (2000a) implied that this is important because a child’s 
literacy skills not only affect the individual, but also affect the family, the classroom, the 
school and the community.  
Research Questions  
1. What is the academic impact of reading interventions provided to kindergarten 
through third grade, students identified as at-risk for reading failure as defined 
by a scientifically based reading program? 
2. What changes, if any, could occur as a result of parents and educators gaining 
a better understanding of how children learn to read? 
Dependent Variable 
  The dependent variable in this study was the effectiveness of intensive reading  
 instruction interventions for students in kindergarten through third grade, as measured  
 by the Iowa Tests of Basic Skills (ITBS) and the Illinois Standards Achievement Test  
 (ISAT). 
Independent Variable 
 The independent variable in this study was the use of selected and implemented 
reading interventions in an attempt to increase reading skills for students in kindergarten 
through third grade.  
 
 




 The academic impact of reading interventions provided to kindergarten through 
third grade students identified as at-risk for reading failure is greater when compared to 
schools with limited reading interventions. 
Definitions 
 Research-based reading programs are those that incorporate practices and 
 activities that research has shown to be effective and that have been tested in a 
 controlled research study to assess their efficacy…When reading programs are 
 tested, student  achievement outcomes are measured, and any program that 
 increases student  achievement significantly is considered to be an effective 
 research-based  program (Southwest Educational Development  Laboratory, 2007, 
  p 1). 
 Reading First is “a bold, new national initiative aimed at helping every student in 
every state become a successful fluent reader by the end of third grade” (U.S. Department 
of Education, 2004, p. 1).  
 Through the application of rigorous, scientifically based research, Reading First 
 helps states and localities implement effective practices for classroom reading 
 instruction and improve student achievement … Reading First grants support  
 programs and strategies that are based upon evidence  related to how children 
 learn to read. Since no child will become an effective reader without an effective 
 teacher, Reading First funds place a heavy emphasis on professional development 
 and instruction for teachers. (U.S. Department of Education, 2006, p. 23) 
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 Early Literacy Intervention (ELI) programs involve children in kindergarten 
through second grade; these programs are set up to provide assistance to students in a 
one-on-one or small group setting, in order to help them achieve grade level skills in 
reading and writing. This program recognizes every child as an individual and tutorials 
focus on individual readiness, learning styles, and rates of learning. Early Literacy 
Intervention is also designed to meet the needs of each child participating in the program 
by striving to increase students’ literacy confidence self-esteem while providing them 
with strategies that allow them to function independently at grade level (Walker, 2001).  
 Differentiated instruction is an approach to planning allowing teachers to meet the 
individual needs of students within each lesson. To address individual learning styles, the 
teacher begins where students are, based on their individual styles and rates of learning. 
Classroom content and instructional strategies are then designed around each child’s level 
of understanding. When teachers are able to teach the content and differentiate their 
instructions they enhance their abilities to meets each child’s individual need  
(Tomlinson & Allan, 2000). 
 The No Child Left Behind Act of 2001, which reauthorizes the Elementary and  
 Secondary Education Act (ESEA), incorporates the principles and strategies  
 proposed by President Bush. These include increased accountability for States,  
 school districts, and schools; greater choice for parents and students, particularly  
 those attending low-performing schools; more flexibility for States and local  
 educational agencies (LEAs) in the use of Federal education dollars; and a 
  stronger emphasis on reading, especially for our  youngest children (U. S. Dept.  
 of Ed., 2008, p. 1). 
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Limitations of The Study 
 McMillan (1999) maintained that there are limitations to any study. These include 
external validity, or the generalizability of the study. McMillan stated that “it is 
particularly noteworthy that the judges review the difficulty of the items, since 
appropriate difficulty is key to establishing reliability and standards for reaching 
acceptable levels of performance” (p. 13). According to McMillan data measuring test 
scores should be reliable. This is essential to determining the fairness of the assessment 
and verifies if the test accurately measures the student’s academic skills. McMillan 
further implied that whether it is student or teacher competence or school accountability, 
decisions are best made using multiple factors; and educators must balance test data with 
other information. Student participants in this study were pre-selected on the basis of 
need for reading interventions. Therefore, the option of randomly selecting participates 
for this study or comparison was not offered. Instead new and old test data was used to 
evaluate student progress. However, it is possible that participants’ classification and 
need assignments may have been based on teacher ability to analyze data and teacher 
observation and recommendation. The researcher in this study examined how one school 
focused on putting proven methods of early reading intervention programs to use in 
classrooms through the Reading First Grant and compared the reading achievement of 
this Reading First school to the reading outcome in a non-Reading First school. Other 
limitations included the duration of the study. It is possible that a longer study would 
have revealed more results. Furthermore, only two schools in the same geographic region 
were examined, this also created a limitation.  
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 The risk of research bias is common in education research. Awareness of one's 
biases, blind spots, and cognitive limitations should be of the highest priority. Various 
interacting elements may affect the findings. These elements are as follows: 
 Data measurement bias. When data is used to evaluate test scores, it is critical to 
avoid bias, which may unjustly influence examinees' findings (Gay & Airasian, 2000). 
Bias that results in differential performance for individuals of the same ability could be 
presence in some characteristics of a test. To avoid any type of bias, the same type of 
questions were included on all evaluation forms. In addition, the participants in this study 
were all elementary school age students in the same grade levels. All students were also 
in the same age range during the dates of testing. Subjects at each school were identified, 
by the reading specialists and the classroom teachers as candidates for early reading 
interventions, and interventions began at the same time for each student. The test scores 
used in this analysis were from the same instrument, the ITBS and the ISAT. 
Furthermore, all students were tested during the same testing periods. 
 Environmental conditions. According to Gay and Airasian (2000), “A 
comfortable, quiet environment is more conducive to learning” (p. 189). Environmental 
conditions in the classrooms can create a difficult situation for students and teachers. It 
can hinder concentration and affect student outcome. A student’s attitude, motivation and 
level of attention at the time of testing can also influence test results. One school had air 
conditioning, and the other did not; however, school administrators confirmed that 
students at both schools were tested in classrooms conducive for teaching and learning. 
Test scores used in this analysis were the results from tests that were given in the spring 
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of each year. This is an indication that each test was implemented in a comfortable 
environment.  
 Sampling bias. The two groups examined in this study were similar in 
demographics. However, in each school setting, there were a variety of student identifiers 
that defined each child’s unique style; these could influence performance in the 
classroom and, ultimately, achievement. Some of these variables were gender, race, age, 
social and economic background and learning styles. To avoid bias, classification of these 
variables were consistent for grouping under the study. 
Summary 
 In summary, the problem statement for this study was based on the concern that 
too many children struggle with learning to read. Often these children fall further behind 
each year and by the time they enter middle or high school their abilities to read 
efficiently has declined. Of all the skills children learn, reading is perhaps the most 
important. It is a means of gaining knowledge about many different subjects and of 
understanding the world. In today’s society, reading is considered a fundamental skill 
required for success.  
 In this chapter, the researcher identified the need for additional research for early 
reading intervention programs designed to meet the needs of children in kindergarten 
through third grade who are at risk for reading failure. Providing effective interventions 
for these students may enhance their abilities to become good readers. Teachers in 
today’s classrooms are teaching a diverse population of students, and they are expected to 
have expertise in many areas. Research predicts that twenty to thirty percent of students 
will experience reading difficulties and the method in which they are taught to read will 
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have a tremendous impact on their success (Clark-Edmands, 2004). This suggests the 
need for effective, extensive reading intervention programs.  
  The purpose of this study was to investigate whether students identified as at-risk 
for reading failure in kindergarten through third grade who receive increasing levels of 
interventions in reading will have a higher level of achievement than those students who 
receive limited interventions. The hypotheses along with the research questions, 
definition of terms, and limitations of study have been presented. Chapter two will 
examine literature that relates to the theoretical basis of this study, the question of how to 
best meet the needs of children identified as struggling readers. 
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Chapter Two - Literature Review 
 There is much controversy over how to best teach young children to read 
efficiently. Many believe that in order to make reading meaningful, readers must first 
develop an awareness of a variety of reading strategies and skills. (Baker & Brown, 
1984). By the time most children complete the third grade they should be reading on 
grade level; however many still lack the ability to read fluently and comprehend the more 
difficult texts (Vacca, 2002). The following literature was used to explore many of the 
elements that influence reading success for children identified as at-risk for reading 
failure. Each section outlined below is a component that serves as the basis for this 
research study.  
Students At-Risk for Reading Failure 
 Learning to read is a difficult process for many children. Some children learn to 
read and expand their reading abilities as they grow. However, there are many groups of 
children for whom learning to read is a struggle. These students create a difficult situation 
for teachers. As a result, educators are constantly searching for new and most effective 
interventions and strategies to strengthen the reading skills of these struggling readers.  
(Quatroche, 2000).   
 According to Lyon (2003), the relationship between language and cognitive 
development plays an important part in a child’s ability to become an efficient reader. 
Lyon believed that cognition and language generally become more interdependent as 
development progresses. Lyon discussed two important concepts. First, learning is a 
process of discovery, of finding out what one needs to know to solve a particular 
problem. Second, knowledge results from active thought, from constructing a meaningful 
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reality for understanding. Lyon further argued that research has repeatedly demonstrated 
that when children fail to learn and use language effectively, they experience weak 
communication and reading skills. Lyon stressed that if children fail to develop 
proficiency in reading by the time they reach the age of nine, it increases the possibility 
that they will experience difficulty with reading and writing throughout their lifetime. 
“Unless these children receive the appropriate instruction, more than 74% of the children 
entering first grade who are at-risk for reading failure will continue to have reading 
problems into adulthood” (Lyon, p. 3).   
 The public has heard little about research on effective reading interventions for 
children who struggle with reading (Allington & Walmsley, 1995). According to 
Allington and Walmsley, the differences between students who are proficient in reading, 
and those who struggle with reading, are increasing throughout the grade levels. 
Documentation illustrates that poor reading skills create a dilemma (Harris & Sipay, 
1990). Vaughan (2007) emphasized that evidence shows that socio-economic background 
and the psychological or cognitive process is linked to reading disabilities.  
Children who are successful readers in elementary school are typically those who 
have a history of successful reading in their early years (Schickedanz, 1983). 
Schickedanz believed that reading is not a natural skill, but one that must be acquired. He 
suggested that the reader must gain knowledge and understanding of written and spoken 
sounds and letters. Shaywitz (1996) insisted that before a reader can read a simple word 
like the word cat, he or she must understand the grammatical process. If the reader can 
understand the word patterns and identify the separate phonic sounds, word recognition is 
enhanced.   
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 Quatroche (2000) explained that many children have difficulty manipulating 
sounds in words, For example, if the student lacks the ability to rhythm words or has 
difficulty with using words in games or identifying letters with the same sound. 
Quatroche suggested that often these children have articulation problems and need to be 
monitored and tested for reading difficulty. The researcher learned that these are some of 
the criteria that teachers use to identify students who need early reading interventions.    
 A research study conducted by the NAEP showed that students continued to 
progress in their reading abilities; however, the reading growth was only basis. Basic, 
proficient, and advanced are the three reading levels reported by the NAEP reading report 
card and basic advancement was shown for grades four, eight, and twelve (Donahue, 
Voelkl, Campbell & Mazzeo, 1999). Success at the basic reading level demonstrates that 
students have the ability to succeed as they advance through the grades. Success at the 
proficient level predicts academic stability and the capability to handle complex work 
assignments, and reading achievement at the advance level demonstrated accelerated 
performance. (Donahue et al., 1999). According to Quatroche (2000) and Snow et al. 
(1998), the NAEP report indicated that the average reading scores for all grade levels 
increased. However, these authors suggested that there were low percentages for grades 
four, eight, and twelve for those students performing at or above the proficient level. In 
addition, both studies implied that grade four has had no significant changes since the 
1994 and 1992 assessments in reading achievement.  
 Snow et al. (1998) further found that the decline in the levels of literacy skills was 
created when the demand to enhance literacy skills became an issue rather than from 
declining reading levels. For example, students did not abruptly begin to lack proficient 
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reading skills, but the demand to increase literacy skills highlighted the reading problem 
and revealed that a significant number of students were underperforming in reading. 
Snow et al. further emphasized that because of the continuous expansion in technology 
more emphasis is placed on literacy improvement, creating an excessive hardship for 
those who are unable to maintain at the expected levels. Learning to read can be very 
difficult and hinder the process of other skills such as the desire to succeed, 
concentration, recall, and language acquisition. For example, reading intertwines with 
language which is the ability to communicate and socialize with others (Snow et al.).  
Factors that Affect Early Childhood Reading Abilities 
 Lyon (2000) suggested that the reading success for at least 60% of students is 
largely determined by the type of reading instruction they receive in the early years. 
Several authors such as Goldenberg, 1994; Hiebert & Taylor, 1994; and Reynolds, 1991 
also embraced this idea by suggesting that effective early reading instructions greatly 
influence reading success. Lyon (2000) indicated that good readers often possess 
phonemic awareness, they are familiar with words and letter pronunciation, have good 
vocabulary and speaking skills, and the capability to read fluently and bring background 
knowledge to their reading. He discovered that difficulties in any of these areas can 
create a reading dilemma. Lyon also believed that children who are exposed to literacy 
while in the infant stage and continuously throughout their childhood comprehend better, 
have increased vocabulary knowledge, and have expanded reading and writing skills.    
Unfortunately, some children have limited exposure to extended reading outside 
of school (Lyon, 2000). For example, children from poverty stricken homes, who lack 
language proficiency, raised by parents with poor reading skills and those with linguistic, 
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speech or hearing impairments are more likely to experience reading problems, because 
these dilemmas influence the ability to read effectively. 
 According to Drummond (2005), the number of children with learning disabilities 
or children who require special services is very broad, and these children are likely to  
continue to encounter reading problems. The following was outlined in a report from the 
Committee on the Prevention of Reading Difficulties in Young Children and the National 
Research Council, and quoted by Snow et al. (1998): 
Reducing the number of children who enter school with inadequate literacy-
related knowledge and skill is an important primary step toward preventing 
reading difficulties. Although not a panacea, this would serve to reduce 
considerably the magnitude of the problem currently facing schools. (p. 137)  
 Snow et al. (1998) further noted that children who encounter reading problems are 
those who have little exposure to reading prior to the primary grades. For example, they 
have poor speaking and listening skills, difficulty interpreting text, or they lack the ability 
to understand the alphabet principle and letter sound recognition. The final factor 
emphasized by Snow et al. is that children who struggle with reading and who rarely 
achieve reading success are those who typically live in property with parents who have  
poor reading skills, lack early literacy development, lack proficiency with the English 
language, and experience hearing impairments. 
In summary, many factors affect early reading abilities. According to the 
literature, children who face the greatest risk for learning to read effectively are those 
who enter school without quality literacy exposure. Arguments also indicate that many 
poor readers have very little knowledge about and experience with reading, their 
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interaction with language has been limited, and they have not been able to develop 
phonemic awareness or familiarity with the alphabets. Likewise, studies performed by the 
U. S. Department of Education. National Center for Education Statistics (2006), also 
suggested these children have limited exposure to extended reading outside of school.  
Early literacy development. Educators today use the term emerging literacy to 
describe stages in literacy development (Rubin, 2002). These levels of literacy are the 
continuous development that young children experience as they become more involved in 
language and their attempts to master reading and writing (Rubin). According to Lane 
and Pullen (2004) children generally move through four developmental stages as they 
learn to read. The early emergent and upper emergent levels are usually found in 
kindergarten and first-grade students. Students in the first and second grade are typically 
at the early fluency level, and students in third grade and up have usually reached the 
fluency level. Lane and Pullen denoted that children at all four levels may be found in 
kindergarten through second-grade classrooms, indicating the significance of 
implementing effective early reading instructions and providing early interventions for 
students who have difficulty learning to read.  
Early emergent readers are children who are at the early stage of understand how 
letters make sounds to form words. Starting with consonant-vowel-consonant patterns, 
these children have become familiar with the decoding system and they use it to help 
them recognize high-frequency words and to blend letter sounds (Snow, Burns, & Griffin 
1998). Emergent readers are readers who use strategies to help them understand the 
alphabet principle, awareness of the letter sound relationship and the connection it has 
with word pronunciation. Their knowledge of high-frequency words have developed, and 
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they are gaining a better understanding of comprehension strategies and word-attack 
skills (Snow et al.). At this stage readers can also distinguish the difference between 
fiction and nonfiction and understand their purpose for reading (Snow et al.).  
 Snow, et al. (1998) suggested that by the time these children reach the early fluent 
stage, they are independent in comprehending text and better able to comprehend story 
elements. believed that these readers are beginning to make a connection with the text 
and becoming more familiar with genre type and writing styles. Fluent readers have 
successfully advanced from learning how to read and are now reading to learn. Their 
reading is fluent, and they read with expression (Snow et al.). The more various types of 
text they read, the more they develop their reading skills through encountering difficult 
material. Even more important is the more they read and improve their reading skills, the 
better they become at selection reading materials (Snow et al.).  
In summary, the process of learning to read and write begins very early in a 
child's life. Children experience the early emergent, the upper emergent, early fluency 
and fluency levels. The writers conveyed that each level of development is an ongoing 
process that increases children’s language and communication skills. Reading and writing 
develop at the same time in young children and are interrelated.  
 Teacher effectiveness. Substantial quantitative and qualitative research has been 
devoted to the subject of teacher effectiveness. Rice (2003) reviewed “the empirical 
evidence that multiple dimensions of teacher characteristics, including subject content-
specific and pedagogic preparation, preparation credentials, experience, and certification 
test scores interact to influence overall individual, school and district teacher  
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quality” (p. 2). For instance, Rice claimed that highly qualified teachers have a positive 
impact on learning. He implied that student achievement is a reflection of a teacher’s 
academic or intellectual ability. In particular, Rice suggested that when teaching reading, 
skilled teachers employ various strategies to help students understand and learn from 
their readings. According to Rice, these strategies are linked to a teacher’s character, 
experiences, values and beliefs.   
Similarly, the Center on Instruction (2006), which is a national research 
corporation, highlighted the key findings of existing research on the attributes of teachers 
and the correlative effects on student achievement. The Center on Instruction found that 
effective teachers constantly look for ways to improve. Furthermore, the Center on 
Instruction pointed out that these teachers foster a good learning atmosphere by 
encouraging active learning. For example, as noted by the Center on Instruction and 
revealed during this study, when teaching reading, effective teachers often (a) give 
prompt feedback, (b) provide clear guidelines for interaction with students, and (c) 
implement well designed reading lessons. 
 The literacy level of the teacher may also have an impact on that of the students.  
While focusing on teacher certification, Laczko-Kerr and Berliner (2002) suggested that 
certification statutes remain uniform in school districts nationwide. Yet, according to 
Laczko-Kerr and Berliner, teacher performance on certification tests in pre-service 
recruitment of new teachers and hiring standards of experienced teachers may vary 
widely between school districts. Pre-service and existing teacher certification tests that 
specifically assess the literacy levels or verbal abilities of teachers have shown that when 
teachers score high on these tests they are better able to help students achieve at higher 
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levels (Rice, 2003). However, students of under-certified teachers and those teachers 
whose certification scores rank in the lower 50th percentile demonstrate approximately 
“20% less academic growth than do students of regularly certified teachers and those 
with higher initial certification scores” (Laczko-Kerr & Berliner, 2002, p. 2).  
 Evidence from teacher-effectiveness studies indicated that parent and student 
engagement in learning, combined with the instructional setting and the adaptability of 
teachers to differential learning levels within the classroom, had significant impact on 
student achievement in all subject areas. Teachers who communicated with parents more 
frequently were considered to have greater efficacy in the classroom (Taylor, Pearson, 
Clark, & Walpole, 1999). According to Taylor and Pearson (2000), schools are most 
effective in providing instruction for measurable student achievement when 
communication with children and families is a high priority and teaching methods heavily 
incorporate extensive small group instruction. Taylor et al. (1999) further stated the 
following:   
The practice of accomplished teachers within schools that are promoting high 
achievement among students for whom failure is a common experience is the 
strong relationship found between school effectiveness and teacher 
communication with parents (which, by the way, is even stronger when examined 
as a building level phenomenon). Finally, the interaction between strong building 
communication and the capacity to offer high levels of small group instruction is 
reassuring; undoubtedly, the one begets the other. (p. 13) 
 Teachers who adjust the difficulty level of material to student ability have higher 
rates of achievement in their classes (Kemp & Hall, 1992). Effective teachers are more 
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adept at keeping students in their classes on task and actively engaged in learning 
throughout the day (Taylor et al., 1999). Additionally, studies have demonstrated that the 
most engaged learning environments are linked to advanced student cooperation, student 
success, and task assignments (Kemp & Hall, 1992). In such scenarios where the 
encouragement of positive social interaction is promoted and students are actively 
engaged in the learning process or self-motivation is common, educators have more time 
throughout the day to devote to small group instruction (Taylor et al., 1999). Small group 
instruction is an element emphasized by Reading First.  
 Torgesen (2006) noted that many factors affect a student’s ability to be an 
efficient reader. For example, the type of reading instruction that children receive in 
grades kindergarten through third grade is critical. Torgesen further implied that students 
at risk for reading failure need intensive levels of reading interventions. They need 
teachers who understand how children learn to read and they need consistent monitoring 
to ensure that the intervention program is implemented with high quality and fidelity 
(Torgesen). 
 Authors have noted that effective teachers foster their expectations of reading and 
learning as purposeful and meaningful acts. They foster learning through the diversity of 
each learners' knowledge and the careful selection of reading materials and activities. 
This implies that these teachers know their students as well as their subject content. 
Furthermore, it has been revealed that teaching preparation, credentials and experience 
are factors that influence quality teaching. This concept has suggested that highly 
qualified teachers play a significant role in promoting student performance and school 
effectiveness. 
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Reliable Indicators of Early Reading Abilities 
Phonemic awareness. Phonemic awareness has been recognized as one of the 
most dependable methods for determining how well a student will learn to read. The 
Orton-Gillingham Multisensory Institute’s study in 2006 (as cited in Scheffel, Shaw & 
Shaw, 2008) was designed to evaluate the effectiveness of the reading programs across 
three inner city elementary schools in a single school district. This study (Scheffel et al., 
2008) revealed that phonemic awareness is a skill that children need to establish as early 
as kindergarten. The researchers argued that phonemic awareness is a skill that must be 
mastered if students are to be proficient readers. Scheffel et al. described this study as a 
program that allowed teachers to teach the basic structure of language, stating with the 
recognition of letter sound relationship and progressing to phonemic awareness and 
decoding strategies. One of the measures used to assess the effectiveness of this program 
and considered to be an integral part of the Reading First program was the DIBELS 
reading assessment. This assessment was designed to assess the five major skill areas in 
early reading: phonemic awareness, phonics, vocabulary, fluency, and comprehension. 
Scheffel et al. further suggested that utilizing these results could impact the way reading 
is taught and emphasize the need for phonemic awareness instructions.    
 A key finding in phonemic awareness research is that it contributes to children’s 
reading abilities (Manyak, 2008). Manyak argued that phonemic awareness makes 
reading instructions useful for children. Yopp (1992) maintained that phonemic 
awareness enhances children’s acquisition of the alphabet principle. He further pointed 
out that it is the ability to hear and identify the sounds of spoken words and a child’s 
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interpretation of what they hear and their understanding of syllables and how they help 
segment sound.  
 When students develop phonemic awareness skills, their ability to blend the 
alphabetical sounds is enhanced when they decode words, additionally their recognition 
of sight words and their ability to spell phonetically becomes easier. It is critical that 
teachers become more aware of phonemic awareness and effectively teach it to their 
students (NRP, 2000a). Manyak (2008) and Castiglioni-Spalten and Ehri (2003) implied 
that when teaching is designed to helps children concentrate on spoken language, it 
increases their ability to develop phonemic awareness skills, and it strengthens their word 
recognition during reading. 
 Armbruster et al. (2001) indicated that when children learn to read, they are able 
to use reading strategies to help them pronounce the text contained in books. This text is 
composed of words that are made up of letters. Sounds are associated with each letter 
and/or letter combinations. Knowing the letter sounds allows children to decode or 
pronounce unfamiliar words. The ability to decode words is a primary and critical skill 
that children need to develop if they are to be good readers. Armbruster et al. further 
found that there has been some debate about the methods of reading instruction that 
enhance children’s reading skills; however, there appears to be an increasing consensus 
that children benefit from instruction that focuses on associating sounds with letters and 
letter combinations. 
 Studies conducted by the NRP (2000a) noted that elements of Reading First such 
as, phonemic awareness instruction, which focuses on blending and segmenting letter 
sounds and the letters that symbolize the sounds, expand students’ capability to achieve 
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reading and spelling success. Scheffel et al. (2008) further insisted that children achieve 
significant gain when they participate in activities that focus on the fundamentals of 
phonemic awareness such as segmenting, blending and alphabetical sound combinations.  
“Good readers (a) are phonemically aware, (b) understand the alphabetic principle, (c) 
apply these skills in a rapid and fluent manner, (b) possess strong vocabularies and 
syntactical and grammatical skills, and (e) relate reading to their own experiences” 
(Lyon, 2000, p. 1). The Reading First program considered each of these elements to be 
significant for the enhancement of reading skills.  
 To help children at the early emergent reader stage learn the names of the letters 
in the alphabet, they also need to understand the alphabetic principle. Alphabetic 
principle is the ability to understand that there are relationships between written letters 
and spoken sounds (Armbruster et al., 2001). Studies indicate that before a child can 
become a successful reader, he must acquire an understanding of the alphabetic principle 
(Stanovich, 2000). When teachers teach phonic instruction, they help children develop 
alphabetic principle (Stanovich). Phonological awareness is the foundation for decoding, 
fluent reading, blending sounds and formulating sounds into words (Lane & Pullen, 
2004). However, when children have reading difficulty, they struggle in all of these areas, 
especially phonological awareness. An example would be a child with dyslexia (Ziegler, 
Johannes & Goswami, 2005). Some studies have shown that school-age children have 
three consistent phonological processing abilities that need to be effective with reading 
and writing. These are phonological awareness, memory, and the ability to utilize the 
phonological skill to retrieve lexical storage (Anthony et al, 2007).  
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 The process of reading remains a slow and difficult task. The inability to retrieve 
 the correct word along with poor phonemic awareness skills create a world where 
 reading and writing are difficult, confusing, laborious, and often without meaning 
 for the dyslexic child. (Skotheim, 2009, p. 36)  
 A direct approach may include a systematic study of phonics. Specifically, the 
reading intervention will require the child to hear, see, say, and do something to enhance 
his understanding of text (Anthony et al., 2007). This suggests that phoneme awareness 
also plays an important role in acquiring literacy for students diagnosed with dyslexia, 
reading differences, and reading problems (Anthony et al.). At least two of the students in 
this study were diagnosed with dyslexia.  
 Snow et al. (1998) noted that learning to read requires understanding the context 
and having some vocabulary knowledge. Studies show that when children read they can 
only make meaning of what they read when they are able to process the information from 
the text and apply it to their background experiences. Most importantly, when any child is 
taught to read, reading instruction should be designed to teach the relevant vocabulary 
and background knowledge he needs for reading (Wesseling & Reitsma, 2001). The 
necessary language skills for learning to read include vocabulary skills, grammar, 
pragmatics and phonemic awareness. A child with phonemic awareness skills has the 
capability to distinguish phonological segmentations and attack words at the phoneme 
level and syllable and rime depth (Blachman, 1991; Manyak, 2008; Treiman & 
Zukowski, 1991).  
 Vocabulary. Vocabulary refers to knowledge of words and their meanings. 
Children in preschool and early childhood classes should learn new words everyday 
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(Torppa et al., 2007). Vocabulary is a reliable indicator of early reading abilities because 
it dictates how well a student will be able to understand what he reads (Pearson, Hiebert, 
& Kamil, 2007). According to Pearson et al., vocabulary is one of the five elements 
described in the NCLB legislation as being an essential part of reading comprehension.  
 Furthermore, studies performed by the NRP (2000a) confirmed that with good 
vocabulary skills children are able to read fluently and comprehend what they read. 
Students reading to improve their comprehension skills and, vocabulary recognition is an 
important part of reading comprehension (NRP, 2000a). To comprehend text, children 
must be able to make connections, ask questions, infer and visualize. Learning occurs 
when children are able to connect new information to what they already know 
(Willingham, 2006). This is emphasized by the Reading First program. 
 Reading should be meaningful. Facts learned should not be simply memorized but 
cognitively connected. Facts are only useful when they become meaningful. This can 
only occur when educators provide opportunities for students to ask question, make 
predictions and connect prior knowledge to what they read (Willingham, 2006). 
According to Willingham mindless drilling is not an effective vehicle for building 
students' store of knowledge. Some implied that reading is not really reading if children 
do not have some type of understanding about what they are reading (Willingham). 
Likewise, Reading First relates this to effective comprehension and states that 
“comprehension strategies are sets of steps that purposeful, active readers use 
to make sense of text” (U.S. Dept. of Ed., 2002, p. 5). 
 Students will never be able to derive meaning if they cannot decode the words. 
Lane and Pullen (2004) contended that when children decode words it enhances their 
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understanding of unfamiliar words. Since reading is a process of interpreting printed 
symbols, decoding usually increases vocabulary knowledge. Lane and Pullen further 
suggested that readers need direct instruction in decoding words. Without this skill, 
children will have problems with syllables, sentence segmentation, and blending and 
manipulating sounds. These factors implied that the development of word-recognition 
skills plays a critical role in children’s abilities to be efficient readers (Pressley, 2000). 
Moreover, the Reading First program (2002) suggested that this is a strategy that children 
much master to become effective readers. 
 When teaching vocabulary strategies, it is important to focus on grammar and 
pragmatics skills (Graves & Watts-Taffe, 2002). Grammar refers to the system of rules 
for combining words into phrases and sentences that make sense. Pragmatics refers to the 
appropriate use of language to communicate effectively. It also involves extended 
discourse, which refers to expanding responses beyond a single sentence. Together, all of 
these skills indicate a child’s readiness to read (Torppa et al., 2007). In summary, a 
deficiency in vocabulary is one of the major causes of reading failure for students in 
grades 3 through 12 (Baumann & Kameenui, 1991; Volkmer, 2004).  Reading teachers 
must address these deficiencies early to avoid reading failure later in the students’ 
academic careers. 
 Phonics skills. Westwood (2001) suggested that when children experience 
difficulty in developing phonics skills, it is an indication that they will be poor readers. 
The author further maintained that this deficiency prevents children from swift and 
confident identification of words. In addition, the author pointed out that failing readers 
with poor phonemic awareness are much less likely to discover letter-sound relationships 
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for themselves. Moreover, for these children, Westwood noted that the focus on phonics 
knowledge, as emphasized by the Reading First program, this should be an essential part 
of a reading intervention program.  
 Systematic and discrete phonics should be the first strategy taught to all children 
learning to read (Rubin, 2002). Teaching children to read can be strengthen with the 
Synthetic phonics approach. Children learn to read by blending the individual sounds of 
the English language to form words. Phonics should be fun, multi-sensory, and set within 
a broad and language rich curriculum. According to Rubin, the rapid acquisition of 
phonics knowledge and skills in a child’s early development is critical. It strengthens 
their confidence as independent readers and writers and improves their ability to read 
fluently. 
 Westwood (2001) stated that “the recognition of a word involves both visual-
perceptual and cognitive processes” (p. 16). Likewise, Cunningham and Cunningham 
(1992) noted that skilled readers perceive almost all the letters or letter-groups in a word 
during a visual fixation. As a result of previous reading experience, letter patterns 
become associated with pronounceable parts of known words. When students use this 
information that is provided by the letter patterns, most printed words can be identified. 
However, any unfamiliar word will take slightly longer to decipher, but can usually be 
pronounced if the reader has the ability to understand the spelling patterns or by decoding 
the letters (Adams, 1990). 
  Being able to pronounce a word is important; but if the reader has never heard the 
word before, he must rely on his phonics skills to break the word down into component 
parts, unless the word is a sight word. Sight words are words that children learn by sight. 
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Without these skills the pronunciation of a word would not act as a stimulus and trigger 
an association within the child’s memory bank. Given these facts, it is important to state 
the necessity of phonics skills for young children (Rubin, 2002).  
Key Elements of an Effective Early Intervention Reading Programs 
 Today, educators should have a range of reading interventions available for 
students with diverse learning needs (Armbruster et al., 2001). According to Armbruster 
et al., an effective early intervention reading program would be research-based and 
include five major components. These components are (a) comprehension, (b) fluency, 
(c) vocabulary, (d) phonemic awareness, and (f) phonics. According to the NRP (2000), 
these five elements are scientifically based reading instruction. Scientifically based 
research is valid systematic research that has been used to obtain and understand how 
children learn and develop reading skills. The NRP (2000), further suggested that the five 
big ideas should be the focus for professional development, assessment and instructions. 
They favor explicit teaching of phonics and phonemic awareness. In response to this 
research, Reading First programs have been established in many states.   
 Reading First is a program that was initiated as a result of the NCLB Act of 2001. 
The focus of the program is to put proven methods of early reading instruction in the 
classroom. Through the Reading First program, states and districts receive funds to apply 
scientifically based reading research to reading instruction and assessment. The goal is to 
improve the opportunity for all children to read well by the end they reach third grade 
(Armbruster et al., 2001). 
 The heightened importance of scientifically based Reading Research created some 
new challenges for most school districts (Berger & Gunn, 2003). To assist states and 
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districts in their efforts to make better decisions, the managers of the Reading First 
program promoted and distributed a summary of NRP's findings, "Put Reading First" 
(Berger & Gunn). This information provided details on the use of scientifically based 
research and how to utilize it to guide instructions. The U.S. Education Department 
offered workshops and provided technical assistance to teams of Reading First people 
who held state-level positions. The workshops allowed the teams to better understand 
reading basal curriculums and reading assessment tools and how they are aligned with the 
guideline plans. These reviews have allowed many states and districts to have a clearer 
view on the matter (Berger & Gunn). 
 According to Armbruster et al. (2001), a summary of research has shown that 
students need instruction and practice in five big ideas as outlined by the NRP (2000). 
The institute emphasized that an effective early intervention reading program would 
address each of these areas. They further pointed out that the content of reading 
instruction in the primary grades is particularly important. Armbruster et al. denoted that 
effective instruction for beginning readers must be challenging and stimulating. In 
addition, reading lessons should be designed to promote accurate and quick word 
recognition skills, fluent reading of connected text, and strategies for enhancing good 
processing skills.       
 Another important element of a scientifically based reading program includes an 
experienced teacher who clearly understands instructional research and can 
systematically monitors student progress and understands how to design instruction based 
on assessment. Struggling readers need teachers to model more often. They also need 
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guided practice, independent practice and a clearer understanding of how to apply various 
reading strategies (Pinnell, DeFord, & Lyons, 1988).    
 Pikulski (1994) argued that in order for children to learn how to read fluently, 
they need to hear and practice fluent reading. The author implied that many times 
beginning readers can identify fluent reading, but they are unable to produce it. To help 
students learn how to read fluently, research shows that teachers need to teach them. 
Teachers teach children to read by reading aloud to them. Pikulski noted that when a 
teacher reads, she keeps the child’s interest by reading at a fluent pace. The child hears 
the reading and tries his or her reading with the same pace and expression. Students at 
risk for reading failure do best at this stage if they are given more practice and support 
(NRP, 2001). Students will learn to apply basic reading skills to texts from different 
disciplines as they receive direct instruction and practice in reading such content 
materials as social studies, science, mathematics and a variety of other texts and 
communication arts books (Pikulski, 1994).      
 Focus on phonemic awareness. Ensuring phonemic awareness development is an 
important component of early literacy instruction, particularly for children who 
experience difficulty learning to read (Ellery, 2005). Ellery insisted that children need to 
know that sounds are associated words and that the words have meaning. According to 
the author, good readers typically demonstrate strong phonological awareness, and poor 
readers typically have weak phonological awareness. Lane and Pullen (2004) defined 
phonemic awareness as the ability to hear a sequence of sounds combined to make words. 
These researchers further argued that students need to have an understanding of 
phonological awareness in order to benefit from reading instruction.    
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 According to Blachman (1991), phonological awareness is a reliable predictor of 
later reading abilities. When teachers assess children’s phonemic awareness skills in 
kindergarten or first grade, they can usually predict which students will be good or poor 
readers in upper grades. Armbruster et al. (2001) implied that phonological awareness is 
the process of learning individual sounds. Each sound is a phoneme or a letter of an 
alphabet. When students have the skills to divide these phonemes, they understand the 
difference between consonants and vowels, which can make a difference in the meaning 
of a word. For example, when students have the ability to listen to spoken sounds 
(blending phonemes), they can pronounce words; this enhances their vocabulary 
knowledge and increases their reading fluency. Likewise, Snow et al. (1998) alleged that 
when a student has an awareness of phonemes it accounts for as much as 50% of the 
difference in his or her reading proficiency by the time he or she reaches second grade.  
 Focus on phonics. Phonics is an essential element of a reading program. It is the 
relationships between sounds and their symbols (letters), and the methods of instruction 
used to teach those relationships (Ellery, 2005). Moreover, Ellery maintained that 
children need to understand how the letters of the alphabet are used to make words. The 
author indicated that children need explicit instruction on how to use the letters to make 
words. With phonics, the beginning or struggling readers learn strategies to help them 
sound out words. For example, when a student learns that the letter C has the sound of /k/ 
as in cat. Then he learns how to blend letter sounds together to make words like dog. It is 
not as easy as it sounds, because the 26 letters in the alphabet correspond to 44 sounds. 
However, according to Ellery, when children learn to master this skill it enables them to 
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read words at an appropriate pace, and gives them the ability to decode and spell 
unfamiliar words.   
 In teaching phonics explicitly and systematically, several instructional approaches 
have been used. These approaches include: (a) synthetic phonics, (b) analytic phonics, (c) 
embedded phonics, (d) analogy phonics, (e) onset-rime phonics, and (f) phonics through 
spelling (NRP, 2000a). It is important that educators identify these strategies and work to 
ensure that they use these strategies when teaching phonics to young children (Ellery, 
2005). Considering these factors, Ellery suggested that these strategies are important 
when working with students who have been identified as at-risk for reading failure. 
Students who have difficulty learning to read will benefit from explicit and systematic 
instruction. Furthermore, as indicated by Ellery, skills such as phonemic awareness and 
phonics are essential elements of instruction. Accounting to Swanson and Hoskyn (1998), 
a study designed to identify effective interventions for students with learning disabilities 
suggested that when students received instructions that combined direct instruction with 
instructions that focused on a specific teaching and learning goal, they achieved better 
success when compare to students who only received direct instructions. The authors 
further supported the Reading First views on phonics by indicating that phonics is a skill 
that makes reading meaningful for all children, especially children who struggle with 
reading.   
 Focus on comprehension. Ellery (2005) stated that “comprehension is a complex 
process and it is the essence of reading” (p. 29). Reading comprehension will allow 
students who are experiencing reading difficulty to focus on such skills as listening skills, 
paired reading, and repeated reading (NRP, 2000a). The NRP (2000a) suggested that by 
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focusing on specific instruction in comprehension strategies, teachers help students to 
improve in text understanding and information use. NRP (2000a) further explained that 
much instruction in comprehension is diagnostic in nature rather than lending insight to 
the child struggling to interpret the meaning of a given passage. However, NRP (2000a) 
and Armbruster et al. (2001) stressed that research has shown that reading comprehension 
can be explicitly taught through the use of specific comprehension strategies. 
 Some of these comprehension strategies include encouraging students to ask 
questions, respond to text, or make interpretations or predications about the text (Rubin, 
2002). Rubin further conveyed that for more than a quarter of a century, research into the 
process of understanding how children comprehend has been influenced by the fields of 
psycholinguistics and cognitive psychology. As a result, Rubin argued that many of the 
terms such as grammar, story structure, schemata, and others are used in the classroom 
today. A student with good comprehension skills is able to identify the main idea of a 
story, recognize story characters, and compare and contrast information. Furthermore, he 
or she can distinguish the main ideas from supporting details and remember the story 
sequence (Rubin).   
 Focus on fluency. Fluency is defined by the NRP (2000b) as the ability to read a 
text accurately and quickly. A fluent reader is a child that is able to link correlations 
between the different words in the sentence. In contrast, a child that is not fluent in his or 
her reading cannot understand the relationship of words and their meanings in the text. A 
non-fluent reader may instead focus on the individual words in the sentence, thus slowing 
his/her speed (NRP, 2000b).   
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 NRP (2000b) further implied that the speed of a fluent reader is faster than a non-
fluent reader. More importantly, their verbal reading skills flow because little effort is put 
forth by the child. The reader is able to successfully group words together with their 
meanings and their own previous background knowledge. Not only does this allow the 
reader to successfully paraphrase the material in a classroom setting but also makes it 
easier to put expression behind their words while reading the text. According to the NRP 
(2000b), this points to a conclusion that fluency is an essential component of reading 
comprehension. 
   NRP (2000b) pointed out that a recent large-scale study, conducted by the NAEP 
found that 44% of a sample size of the nation’s fourth graders lack proficient fluency 
reading skills. NRP (2000b) insisted that this study also reinforces that a strong 
relationship exists between fluency and reading comprehension. According to NRP 
(2000b), it is imperative to practice fluency with activities that include, but are not 
limited to, reading aloud to the class and silent reading on the part of student. These 
researchers further implied that partner reading is a specific activity that a teacher can 
implement in any classroom setting. This allows for the stronger readers in the class to 
provide an example for the weaker or less fluent readers. According to Armbruster et al. 
(2001), this enhances reading skills because (a) the stronger student gives help with word 
recognition, (b) the stronger student provides feedback, and (c) the stronger student 
encourages his or her less fluent partner.   
 Focus on vocabulary.  NRP (2000b) indicated that vocabulary is the 
understanding of word meanings. If the oral vocabulary is not known to the reader, then 
he or she has no knowledge of the print vocabulary. NRP (2000b) believed that 
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vocabulary is a critical element in learning to read, and lack of vocabulary knowledge 
hinders the comprehension process when reading. Effective vocabulary knowledge, 
according to NRP (2000b), has long been recognized in the development of reading 
skills. As a learner begins to read, he encounters words that emphasize the story meaning. 
At this point, the reader must be able to decode the unknown written words into speech 
language, hoping that the auditory sound will enhance comprehension. For instance, the 
reader can only benefit if he understands the text and thus he or she is able to apply his 
oral representation of the word to help him identify the letter sounds written on the paper 
(NRP, 2000b).    
 There are two types of vocabulary. NRP (2000b) described them as oral and print. 
Oral vocabulary, according to NRP (2000b), represents speech language, the words that 
are heard. Print vocabulary, as defined by NRP (2000b), is synonymous with reading 
vocabulary and refers to words recognized and used in print. NRP (2000b) pointed out 
that vocabulary is an important part of learning to read. The researchers suggested that 
when children are learning to read they refer to the words they have heard to help them 
understand or make sense of the words they encounter in a text. If the word is not a part 
of their oral vocabulary, the student will have a difficult time reading the unfamiliar 
word.  
 Harvey and Goudvis (2000) implied that when a child is reading, and he or she 
comes to an unfamiliar word, there are several strategies to use. First, the student can use 
context clues. By using context clues, the student uses other words or phrases that are 
built into the sentences around the difficult word to help him read the unfamiliar word. 
Second, the student can sound out words. This is where phoneme awareness connects 
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with reading and vocabulary. Here, the student blends sounds or breaks words into 
syllables. According the NRP (2000a), an effective early reading intervention program 
would use these teaching strategies to enhance vocabulary knowledge. Most importantly, 
as emphasized by Harvey and Goudvis, and the Reading First program, a child can use a 
dictionary to find and understand unfamiliar words, but the best dictionary is one that the 
child creates for himself or herself, adding new words each time he or she encounters 
one.  
Summary 
 In this review of literature relating to this study, the researcher revealed that 
reading is a skill that must be taught. Researchers have suggested that for about 60% of 
students, reading success is determined largely by the type of reading instruction they 
receive in the early years. It has been implied that good readers (a) understand that 
alphabets represents sound, (b) are phonemically aware and have the ability to segment 
the sound that is heard in a word, (c) develop strong vocabulary skills, (b) utilize these 
skills to read fluently and with the appropriate speed, (e) process good linguistic skills, 
and (f) relate reading to prior knowledge. Reading difficulties could occur if students 
experience problems in any of these areas. Further, learning to read begins at an early age 
prior to entering school. Children who are exposure to literacy, from birth and onward, 
gain better vocabulary development, they understand the purpose for reading, and may 
develop print knowledge and recognize the concepts of literacy.     
 The effect of early reading interventions can be better understood through the use 
of mixed-method research design. With the increasing awareness of the importance of 
teaching and learning it is imperative to have valid methods of evaluating teaching and 
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learning strategies. Quantitative analyses of factors which have been found to be relevant 
to student learning are outlined in this research. The methods in this study address the 
hypothesis and answer the research questions. In chapter three, the methodology is 
described.  
Effects of Early Reading Interventions 
 Providing interventions for struggling readers can help to prevent reading 
difficulties for many children. “Reading is essential to the success of a society. The 
ability to read is highly valued and important for social and economic advancement” 
(Snow, Burns, & Griffin, 1998, p. 1). Nevertheless, according to Lyon (2003) the 
challenge remains to close the gap between what is known about teaching reading and 
what is taught. 
 Continuing to speak on this matter, Lyon (2003) suggested that effective 
instruction will allow schools and educators to implement differentiated instructions 
based on the individual needs of children experiencing reading difficulty and disabilities 
children. For example, the struggling reader who received special educational services 
represents only a fraction of the children in school who are experiencing reading 
problems. Lyon insisted that these students will continue to have difficulty with reading if 
they do not receive some form of systematic reading intervention, such as the Reading 
First program. 
 Many educators believe that children acquire language proficiency and an 
understanding of literacy before they enter school. Therefore, many teachers expect 
students to enter school with some understanding of what it means to be an effective 
reader. However, some children enter school without the skills needed to experience 
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success with early reading instruction. For example, as outline earlier, many of these 
students have poor reading skills which are often caused by low-socio-economic status 
that influences their attitudes about reading and limits their ability to gain success. These 
students do not develop effective reading strategies unless they receive explicit 
instruction and the opportunity to apply these skills (Landry, 2002).   
 Hay (2007) suggested that enhancing children's early language development will 
boost their reading development. Acquired proficiency in language, or oral language, 
provides the foundation for reading and comprehension of connected text (Hiebert, 
Pearson, Taylor, Richardson, & Paris, 1998; Snow, Burns, & Griffin, 1998). A weakness 
in language development is an indication that interventions are needed. An effective early 
reading interventions program will focus on strengthening these skills (Denton & Mathes, 
2003). Inadequacy in language development was also a factor that teachers used to 
selection the at-risk readers for this study. 
 When children begin school in kindergarten, they are very diverse in both skills 
and preparation for learning to read. For students whose preschool learning experience 
ill-prepared them for learning to read, the student may need additional intensive 
instructions to fill the gaps. For example, students with low reading abilities will require 
more intensive instruction because they lack the language domains and reading readiness 
(Torgesen, 2006). 
 Rubin (2002) alleged that a quality, scientifically based early reading intervention, 
such as the Reading First program, will provide instruction and accommodations to help 
the struggling student learn to read. The author further maintained that educators who 
make the commitment to provide instruction that supports the at-risk reader understands 
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that these children need extra support, and they are able to focus their attention on the 
problems of the students. 
The Impact of Progress Monitoring on Reading Scores 
 According to the National Center on Student Progress Monitoring, (NCSPM, 
2007), progress monitoring is a procedure that allows educators to continually receive 
feedback on their instructional strategies and how it effects student achievement. In 
addition, it is an approach that is scientifically based and it is proven to be an effective 
method for assessing students’ learning. Progress monitoring can be used to assess the 
entire class or it can be used for individual assessment. NCSPM (2007) showed that in an 
educational system, assessment is a necessary element. Data from various assessment 
tools are used by states to evaluate the effectiveness of their educational systems; schools 
use data to examine the success of the district’s instructional program, and in the 
classroom, teachers rely on data to assess each students’ individual development as it 
relates to the curriculum. For this reason, NCSPM (2007) argued that it is important that 
teachers produce high levels of achievement among students and use the appropriate 
assessment tools to guide their instructional decision making. As school systems continue 
to evaluate their school curriculum and search for ways to enhance education for the 
disabled student, teacher will rely more on progress monitoring as an assessment tool   
(Stecker, Saenz, & Lemons, 2007). Since progress monitoring is becoming so wildly used 
in schools today, it is necessary that progress-monitoring tools (a) be responsive to 
change in student needs, (b) be meaningful for general education, and (c) not exceed the 
time needed for instruction (Stecker et al., 2007). One very effective form of progress 
monitoring that meets these three criteria is Curriculum-Based Measurement (CBM), 
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(Deno, 2003; Deno, Fuchs, Marston & Shin, 2001). Baker and Good (1995) and Fuchs 
and Deno (1994) described CBM as a tool that is used for assessment. DIBELS is the 
Curriculum Based Measurement tool used by the Reading First program. The authors 
noted that the tool also serves as an indicator for students’ overall proficiency in most 
academic areas, including reading.  
 According to Teale (2008) and John (2007), there is evidence that supports the 
technical adequacy of CBM in reading. Stecker, Fuchs and Fuchs (2005), as well as 
Busch and Lembke (2005), pointed out some of the benefits of CBM. First, the authors 
noted that when comparing CBM with other types of assessment, there is less change for 
unfair practice as it relates to gender, race or ethnicity, or disability status and this is 
because assessment depends on nothing more than student performance (Busch & 
Lembke). Second, the authors confirmed that when CBM is used to monitor student 
success and not other teacher assessment practices the data from CBM enables teachers 
to make better decisions about instructional changes and student achievement is 
significantly better (Busch & Lembke). This is one of the strategies highlighted by the 
Reading First program as a method to enhance reading instructions. 
 The 1985 Pine County Special Education Cooperative in Minnesota field-testing 
of CBM (as cited by Jenkins, Graff and Miglioretti, 2009) was described by the authors 
as a test designed to evaluate a group of elementary school students with learning 
disabilities and elementary school students who were reading on grade level. The 
objective, according to Jenkins et al. (2009), was to determine if progress-monitoring 
data could help teachers to evaluate student growth. The authors noted that the teachers 
used data generated by progress-monitoring CBM procedures. The study revealed that 
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when teachers implement systematic progress monitoring with both low-performing 
students and students reading on grade level, they could better determine if the students 
were benefiting from the instructional program in place (Jenkins et al., 2009). Likewise, 
Stecker et al. (2005) suggested that when teachers implement this program in regular 
classrooms students can reap the benefits regardless of their achievement levels. The 
authors further argued that this is an indication that educators can utilize principles and 
procedures that are similar to observe student growth in the area of reading, whether 
students are disabled or not.  
 Past and present assessment practices. Traditionally, using assessments similar to  
standardized achievement tests has given school a summary of the school’s overall 
success of the educational system (Deno, 2003). Jenkins, Deno and Mirkin (1979) and 
Deno suggested that research has shown that educators depend greatly on teacher made 
test or evaluations designed by curriculum companies. More recently, standards that 
focus on educational reform have driven most schools to use benchmark assessments at 
different points throughout the year to evaluate student performance and to determine if 
students are on track toward meeting the district's and/or the state's goals and objectives 
as established by student performance on high-stakes test given at the end of each year 
(Stecker et al., 2005).   
 Jenkins et al. (1979) claimed that value can be associated with each of these 
assessments, but each also includes a number of limitations. For example, majority of  
norm-referenced test designed to assist student achievement and other standardized test, 
have similar adequate technical characteristics and compares a student's standing with his 
or her  peers; but these tests normally consume to much time and often fail to reveal the 
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content that was actually taught. As a result, these tests usually provide minimum 
information that is beneficial to instructional planning. 
 In contrast, assessment designed by educators and curriculum assessment tools 
frequently evaluate the most recent instructions based on the subject matter which is only 
a portion of what should be assessed (Stecker et al., 2005). Stecker et al. further noted 
that these assessments typically highlights the student area of mastery as it relates to a 
particular skill or subject and neglects to give a clear indication of where the student is 
academically or convey the students’ growth over a period of time (Stecker et al.). 
Furthermore, many of these assessments are consider to be informal tests that provide 
evidence of technical adequacy; therefore educators cannot automatically assume that the 
scores from these assessments are valid or reliable (Stecker et al.). 
    Good, Simmons and Kame’enui (2001) supposed that the benchmark 
assessments, which are used today, are placed in a performance status of no-risk or at-
risk. The results from these assessments are compared to cut scores that are 
predetermined. For example, the DIBELS benchmark system, which has been used in 
recent times, and included in this study, is part of an effort to provide evidence of 
students at risk for reading difficulties within a school-wide-assessment method for 
elementary school age children (Good et al.). Typically, with this type of assessment, 
educators assess students three or four times per year, and teachers compare student 
scores to established benchmarks (Good et al.).   
      This assessment also categorizes students' relative risk and enhances the 
opportunity for teachers to make decisions about instructional interventions (Good et al., 
2001). In contrast, DIBELS, the Reading First tool, is used every 5 to 10 days to monitor 
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student progress, other benchmark systems test less frequently, limiting the opportunity 
for data driven instruction. Busch and Lembke (2005) pointed out that there is one 
problem with typical benchmark assessments. The authors noted that because these test 
are not administered on a regular basis throughout the school year, it is difficult to 
measure the quality of a student’s progress from one benchmark to another. For example, 
if a student score falls beneath the aim line, he or she may be targeted as needing 
interventions. The test may reveal that the student is starting at a lower performance 
level, but in contrast the student could be progressing at a rate similar to his classroom 
peers and the benchmark fails to reveal the similarity. Consequently, this student does not 
need the same instructions as the student with low scores and who has shown very little 
progress. Likewise, a student with high academic grades may meet or exceed the 
benchmark scores but may fail to show continued academic success. Based on this 
students’ established benchmark score, a teacher may mistakenly assume that this student 
is continuing to make academic gain. However, this information has a drawback, because 
it has no data related to the students’ rate of growth (Busch & Lembke). 
 Hosp and Hosp (2003) indicated that CBM as a research-validated form of 
progress monitoring appears to be the assessment tool most frequently used in today’s 
schools. The authors further confirmed that with CBM educators have a variety of 
benefits that are different from the typical assessment practices. DIBELS, which is the 
name of the CBM tool used by the Reading First program measures are short, and the 
program is intended to give teacher an opportunity to assess their students’ growth on a 
regular basis. CBM scores symbolize proficiency in the academic areas on a global scale, 
rather than performance on a limited section of the content areas. According to Hosp and 
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Hosp, this distinct quality enables teachers to verify if students are making progress 
toward a long-term goal rather than simply revealing if students have mastered only a 
small portion of the curriculum. Since this brief global measurement serves as an 
indicator for the overall proficiency of student scores in all academic subjects, it is 
imperative that this tool be reliable, valid and consistent (Christ & Vining, 2006; Gansle, 
Noell, VanDerHeyden, Naquin, & Slider, 2002; Gansle, VanDerHeyden, Noell, Resetar, 
& Williams, 2006). 
 Good et al. (2001) and McGlinchey and Hixson (2004) maintained that the scores 
generated by CBM are valuable when it comes to predicting future student growth on 
state-mandated, high-stakes tests. A study using the Michigan Educational Assessment 
Program was conducted to investigate the value of CBM. According to McGlinchey and 
Hixson, the study was done using 1,362 fourth graders over an 8-year period  
(p. 193). McGlinchey and Hixson noted that the study showed that CBM is effective 
when predicting student reading progress and revealing which students are at-risk for 
failing mandated state reading tests. This information may enable teachers to establish 
early interventions for students who are identified as at-risk for reading failure and 
enhance the students’ opportunity for reading success, which in turn is likely to result in 
better scores on state achievement tests. McGlinchey and Hixson further argued that 
teachers have more confidence in their decision making when they rely on measures that 
or valid and reliable. Curriculum-Based Management measures can be use to determine a 
students’ growth rate in any academic area and the administering procedures remain the 
same. In short, when teachers using CBM data they are better prepared to make ongoing 
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instructional decisions. Furthermore, they may be able to determine when instructional 
changes are necessary (Hagan-Burke & Jefferson, 2002). 
 Challenges that face progress monitoring. Understanding how to collect and 
analyze data to determine student progress toward specific skills or general outcomes 
may be a challenge for many educators (Santi & Vaughn, 2007). According to the 
authors, teacher should know how to use these assessments effectively. Frequently, 
teachers lack the ability to use the data appropriately to alter their instructions, because 
they need to be fully trained on how to interpret, analyze or assessment the progress 
monitoring data. When tests have been administered by teachers, the school leaders 
become responsible for ensuring that the results prompt wise decision making. According 
to the Reading First guidelines, this type of training is mandated for all schools that 
participate in the Reading First program. Santi and Vaughn noted that with this method, 
useful data is collected and used to help guide instructions for teachers. Providing 
teachers and parents with more information about the effectiveness of progress 
monitoring would enhance their desire to adopt the practice (Santi & Vaughn).  
 Educators and families may need to understand that data should be used to 
enhance decision making and establish instructional practices. Progress monitoring data 
can describe a student’s rate of improvement over time. Santi and Vaughn (2007) claimed 
that ongoing progress monitoring can help teachers to modify their instructional methods 
so that they are more effective in improving progress for their students. Instruction for 
individuals, small groups, or whole classes of students can be used to maintain adequate 
growth in reading and reading related skills. Santi and Vaughn implied that when 
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teachers learn to link the assessment back to instruction, they have the tools to ensure that 
students are continually making progress toward end of year benchmark goals. 
 Another challenge facing progress monitoring is teachers learning how to develop 
a plan (Quenemoen et al, 2004). Taking into account the time demands, educators need to 
review the assessment cycle and understand how to integrate assessments into daily 
classroom instruction (Quenemoen et al.) According to the authors, after progress 
monitoring, teachers need to plan instruction to meet each child’s individual needs. In 
addition to incorporating activities into the regular classroom schedule, the teacher may 
need to include a wide variety of experiences and resources to help motivate learning 
(Quenemoen et al.). The authors further suggested that longer-term planning is the key to 
enhance the teacher’s ability to meet individual student needs. It will allow the teacher to 
make connections from one week to the next, and enable the teacher to divide difficult 
tasks into more manageable units.  
 Santi and Vaughn (2007) confirmed that before teachers are able to comply with 
the increase expectation of standard-based systems which are now in place, they need 
data to help them interpret student performance with grade-level standards during the 
course of the year, thus they can develop teaching strategies to boost student success and 
meet established standards. Santi and Vaughn noted that progress monitoring is effective 
when assessments are given at least three times per year to students who are not 
struggling. Students who are experiencing reading or learning difficulties should be 
assessed as often as once a week. The authors further pointed out that if teachers view the 
instructional cycle correctly, teaching and learning will be enhanced. More importantly, 
Santi and Vaughn suggested that when teachers continually use data to evaluate student 
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growth, they are better equip to compare scores across time. The authors again implied 
that with progress monitoring data, educators can quickly and easily alter instruction as 
needed without having to wait for results from an outside source.    
 One important feature of progress monitoring is being able to assess students on 
material that reveals the goals established for the year (Stecker et al., 2005). However, 
understanding how to collect and analyze data to determine student progress is critical 
but has posed a challenge for some teachers (Stecker et al.). According to Etscheidt 
(2006), more support is needed for educators attempting to translate progress monitoring 
results into valuable strategies. The data acquired from progress monitoring must enhance 
students’ understanding by building on diverse background knowledge, individual 
learning styles and rates of learning. Progress-monitoring is useful for students with 
disabilities, because it enable educators to utilize information to develop meaningful 
statement statements on the Individualized Education Program (IEP) (Etscheidt).  
 As maintained by Stecker et al. (2005), when students have poor fluency skills, 
early in the year, grade level text can still be used to monitor progress even for slow 
readers. Students may not perform as expected on progress-monitoring measured at the 
beginning of the year, because there is a constant rotation of measurement forms used for 
various levels of difficulty and each represent the goals established for the end of the 
year. The author further suggested that teachers need to understand that these tests only 
measure the skills that students should have by the end of the year and not the skills they 
have at the beginning of the school year. The author once more pointed out that another 
important aspect of progress monitoring is that it is designed to evaluate the progress a 
student will have by the year of the year. Therefore, tests are repeated, and alternate 
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forms are used to demonstrate if the student is gradually improving in reading throughout 
the year (Stecker et al., 2005). Reading First suggested that progress monitoring is a 
necessary tool for teaching reading.   
 As indicated by Griffiths, VanDerHeyden, Parson, and Burns (2006), studies are 
continually being conducted to measure and to investigate additional applications of 
progress-monitoring procedures and the challenges that the program faces. According to 
Griffiths et al., when progress monitoring is implemented correctly, the benefits are great 
for both students and teachers. Teachers make better instructional decisions and provide 
students with more meaningful instructions. Considering the importance of progress 
monitoring, educators may want to reflect on the benefits of utilizing this procedure. 
Likewise, Rock, Thead and Gable (2006) mentioned that it offers high expectations for 
student achievement and it allows teachers to embrace research based practices to help 
students succeed.  
 The expectations established by NCLB (2001) to improve student achievement is 
great, however the task can be overwhelming for teachers. The traditional approaches to 
instructions or testing strategies have showed no evidence of improved levels of student 
achievement; therefore research based practices are being accepted as a way to improve 
student achievement and meet required standards (Stecker et al., 2005).  
The Impact of Differentiated Instruction on Reading Scores 
 When discussing differentiated instruction, Rock, Gregg, Ellis and Gable (2008) 
wrote that in the classrooms, it is the teacher’s responsibility to differentiate their 
instructions to meet individual needs in order to enhance student achievement. The 
authors further noted that in classrooms, students possess different learning styles. 
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Likewise, Tomlinson and Allan (2000) implied that as classrooms become more 
academically diverse, children need teachers who understand how to provide a range of 
experiences and the instruction necessary to help children learn.  
  As maintained by Routman (2003), it is vital that teachers understand their 
students’ individual learning styles when teaching reading. The teacher has to show each 
student how to apply various reading strategies. Readers should know how to apply these 
reading strategies and they need to know how these strategies fit into the big picture of 
reading. As further noted by Routman, teachers should provide the necessary instruction 
to help students become good readers, particularly as they observe and listen to them read 
and process new texts.   
 Although differentiated instruction has garnered increased attention over the past 
decade, the concept is not new (Olenchak, 2001; Tomlinson, 2005). Several authors have 
agreed on this subject (Musti-Rao & Cartiedge, 2007; Olenchak, 2001; Tieso, 2004; 
Tomlinson, 2005). Tieso implied that differentiated teaching is a positive teaching 
strategy. According to Tieso, the National Research Center on the Gifted and Talented at 
the University of Connecticut conducted a study on 31 students from four New England 
school districts. While investigating differentiated instruction, focus was given to levels 
of engagement and motivation. In the area of reading, the researchers based their 
instructions on individual needs that encouraged students to make their own choices, 
choose their own reading materials from a variety of text, alternative grouping and a 
selection of different tasks for student to choose from. The researchers discovered that 
reading levels were enhanced, student developed comprehension strategies, and 
phonemic and decoding skills as well as students’ attitudes toward reading were 
Effects of Early Reading Interventions             57 
 
  
improved. According to Tieso, the researchers also examined how the differentiating 
strategies affected the link between each group and the individual group settings. Pre and 
posttest were use to evaluate and compare student academic performance and assessment 
was conducted using curriculum-based testing. The researchers concluded that the use of 
interventions significantly increased learning for the group of students who exhibited a 
wide range of abilities and showed no improve for the students who lack differentiated 
teaching.  
 Differentiated instructional strategies. When using differentiated instructional 
strategies, teachers may focus on teaching students with different abilities, learning 
styles, and personalities (Lewis & Batts, 2005). Lewis and Batts further noted that this 
enhances the educator’s ability to meet the needs of all learners while meeting or 
exceeding the established state and district standards. Utilizing differentiated instructional 
strategies in the diverse classroom can enhance learning from every student. It is not 
intellectual differences that promote learning but the teacher’s level of expectation and 
ability to meet each student’s individual needs and build on prior knowledge to gain 
success (Levy, 2008). 
  Levy (2008), like Olenchak (2001) and Tomlinson (2005), maintained that the 
idea of differentiated instruction is a term that is not new to education. Historically, 
teachers have found ways to meet the needs of their students. However, according to 
Haager and Klingner (2005), learning was limited for some students, especially the 
student with special needs. The authors maintained that students with diverse learning 
needs have, in the past, been placed in general education classrooms. Moving students 
from the general classroom setting and placing them in a self-contained or special 
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educational room setting, places the responsibility of instruction on the special 
educational teacher. Haager and Klingner cited that the Individuals with Disabilities 
Education Act (2004) stressed that disabled children should have an opportunity to 
receive their education in the same classroom environment as children who do not have a 
disability.     
 In the past, when students had difficulty learning and were not achieving up to 
expected standards, schools modified the objectives (Quenemoen, Lehr, Thurlow, & 
Massanari, 2001). However, Thurlow (2002) stated, “This was a watered-down approach 
that failed to help students with disabilities and, in fact, hindered their academic 
performance” (p. 198). In an attempt to reverse this trend, the U.S. Congress enacted two 
important pieces of legislation: (a) the NCLB (2001), and (b) the Individuals with 
Disabilities Education Act (2004). Thurlow implied that these acts highlight the 
significance of increased accountability and promoting educational success for every 
student.  
 According to Schumm and Vaughn (1991), research related to the instruction of 
students with learning difficulties in a general education setting was conducted in a 
Florida Public School over a nine-year period. The authors further noted that the students 
in the study were identified as those whose poverty influenced their ability to learn and 
who often had significant physical and cognitive problems that interfered with learning. 
Teachers of elementary, middle and high school were observed and studied. One group 
provided whole-class, undifferentiated instruction and offered minimal adaptations for 
students with learning disabilities. The other group of teachers provided adaptations 
across grade levels with respect to promoting student learning. Schumn and Vaughn 
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revealed that the study showed that teachers across grade groupings perceive adaptations 
to be desirable with respect to promoting student learning. These methods are examined 
in this study.  
 The question was also raised about students with learning disabilities. According 
to Neill, Guisbond and Schaeffer (2004), researchers questioned if students with learning 
disabilities could receive the intensity of instruction they needed in the general education 
setting. Neil et al. suggested that regardless of the federal mandates, success for students 
with disabilities is still limited in the general academic setting. Likewise, Thurlow, Moen, 
and Altman (2006) implied that when looking at school performance rates in 2003-2004 
and taking into account the number of students with learning disabilities, only 30% of 
students with IEPs performed at the proficient level on state-required reading and math 
assessments (Thurlow et al., p. 30). The authors further stated, “today, more than 6 
million school-aged students have IEPs, which means more than 4 million (or 70% of) 
school-aged students lack proficiency in reading and math” (Thurlow et al., p. 8). This 
study focused on this population by sampling only students with IEPs in kindergarten 
through third grade. 
 Abell, Bauder, and Simmons (2005) suggested that students with disabilities lack 
proficiency in reading because they have limited physical access which is not equal to 
their cognitive access in the academic setting. Abell et al. further implied that just being 
present in the classroom offers no advantage for the disabled student. If they are to 
benefit from the general classroom setting and be able to actively participate in the 
learning process, they need small group instructions, services, modifications and 
additional aids designed to accommodate the individual needs they are entitled to have. 
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These methods appeared to be an essential part of the Reading First program. The authors 
further noted that many teachers fail to have the proper training needed to help disabled 
children benefit from the connection between core knowledge and based curriculum 
learning. 
 Abell et al. (2005) further suggested that the teaching era prior to standards-based 
reform allowed teachers to have much more choice in curriculum, the length of time they 
teach, and assessments of student learning. Students throughout the school received 
separate education even though they were a part of the same school setting. The variance 
was even more profound in schools that were economically deprived. According to Abell 
et al., “this was not because of intellectual differences among the students, but rather 
differences in teacher expectations and because of divergent student needs and life 
experiences” (p. 82).   
 Tomlinson (2005) pointed out that teachers need to understand that all children 
are not on the same academic level simply because they are in the same grade or of the 
same age and realize that there is no standardized approach to teaching. Tomlinson stated 
that “differentiated instruction is responsive teaching rather than 'one-size-fits-all' 
teaching” (p. 151). Tomlinson further implied that many educators in the classroom today 
are reconstructing the way they teach and utilizing the model of differentiated instruction 
to enhance learning for all learners.   
According to the Reading First program, differentiated instructions are a 
fundamental element in the development of reading success. Tomlinson (2005) 
maintained the same and suggested that there are three elements of a curriculum that can 
be differentiated: (a) content, (b) process, and (c) products. Content, according to 
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Tomlinson, includes several elements and materials. Each can be used to support 
instruction; it defines what teachers plan to teach, such as the teaching concepts of a 
teacher, or their standards, skills and attitudes toward teaching. These variations define 
how educators promote learning in the classroom and contribute to the manner in which 
students acquire adequate education in a differential classroom. An important ingredient 
for the students is gaining an understanding of the content. The tasks should be aligned 
with the teaching goals and the purpose for teaching. Standardized state tests and 
measures often dictate the goal assessment. The objectives which outline the purpose for 
teaching are often written in elevating degrees that promote the need to build skills 
continuously. Tomlinson said that “with an effective objective driven lesson, it is easier 
to find the next instructional step for students’ varying levels of learning” (p. 186). The 
author further stated “the instructional concepts should be broad based and not focused 
on short details or unlimited facts” (p. 190). Continuing, the author implied that she 
believes that teachers should focus on the concepts, principles and skills that students 
need to learn.  
 The Reading First Program implements flexible grouping, a strategy supported by 
Tomlinson (2005). The author believed that with flexible grouping learners can interact 
and work together as they develop knowledge of new content. There are several 
approaches to grouping, including small groups or pairs, and, grouping can vary. 
According to Tomlinson, research showed that continuous grouping should be an active 
procedure that supports the basics for differentiated instructions. Like Stecker et al. 
(2005) and Good et al. (2001), Tomlinson (2005), while focusing on differentiation, also 
emphasized the importance of assessment. According to Tomlinson, assessment plays an 
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important role in the differentiation process. The author maintained that assessing student 
readiness and growth is vital, and as indicated earlier, it should be done continuously. 
Quality pre-assessment may promote successful and efficient differentiation. 
 To restate, Tomlinson (2005) suggested that educators need to ensure that each 
activity given to students is designed to promote student engagement and critical thinking 
skills. The author, mirroring the Reading First program, suggested that each lesson 
should offer a challenge to support learning. If the lesson is designed well, there is a 
chance for greater evaluation and learning will take place because it encourages students 
to express themselves in various ways while reducing the levels of difficulty. 
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Chapter Three - Methodology 
 The researcher in this study investigated whether students identified as at-risk 
readers in kindergarten through third grade who received increasing levels of 
interventions in reading had a higher level of achievement than those students who 
received limited interventions. At-risk readers are children in grades kindergarten through 
third grade who have been identified through various assessments as having weak reading 
skills (FCRR, 2007). Many of these children need extra help to become good readers. 
Early intensive levels of reading interventions allowed these students to receive 
supplemental small-group reading instructions (U. S. Department of Education, 2007). 
Effective reading interventions would include explicit, systematic instructions  
(U. S. Department of Education, 2007). 
 Explicit, systematic instructions provided by teachers focused on the five essential 
components of early literacy skills. These components were (a) phoneme awareness (the 
ability to hear the individual sounds in a word and to segment the sound), (b) phonics 
(associate sounds with letters and use these sounds to form words), (c) vocabulary (the 
ability to understand and use word meaning), (d) comprehension (the ability to convey 
meaning from text), and (e) reading fluency (the ability to read words in connected text). 
There are a variety of ways to teach these five essential components, and each approach 
may differ. However, when the teacher is able to build on the students’ strengths and 
provide clear instruction, learning to read is enhanced.    
 This investigation may enable educators to remediate reading difficulties earlier 
and lessen the ultimate severity of weak literacy skills. In addition, teachers and parents 
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may develop a better understanding of what they can do to help students overcome or 
deal with their reading difficulties.  
Research Design 
 The purpose of this study was to investigate the academic impact of interventions 
provided to kindergarten through third grade students identified as at-risk for reading 
failure as defined by a scientifically based reading program. In this design the dependent 
variable was the effectiveness of intensive reading instruction interventions for students 
in kindergarten through third grade as measured by the ITBS and the ISAT. The 
independent variable was the use of reading interventions, selected and implemented in 
an attempt to increase reading skills for student in kindergarten through third grade  
students. The success of the interventions greatly depended on whether they were 
appropriately implemented by experience educators. In measuring the success, focus was 
given to reading test results and student outcomes.  
 The researcher collected data from two separate school districts. Both schools are 
considered to be urban school districts located in the Southwest region of Illinois. School 
A serves students in grades kindergarten through third grade. This kindergarten through 
third grade building was comprised of 299 students at the time of this study. The 
participants in School B included 319 students in a K-5 building. School A has adopted 
the DIBELS assessment to help identify students at risk for reading failure. The DIBELS 
assessment is used by the Reading First program. Reading First is a program that was 
launched in accordance with the NCLB Act of 2001. Reading First schools emphasize the 
importance of specific intensive levels of reading interventions for students identified as 
at-risk for reading failure. 
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Qualitative and quantitative research methodologies were used in this study. The 
qualitative data consisted of in-depth interviews with two school administrators, one from 
each school, and open-ended questionnaires which were completed by each administer. 
The interviews were conducted first and the questionnaires were hand delivered to each 
administrator and completed at a later date. The response rate was one to two weeks. 
Each questionnaire was designed to evaluate the unique qualities and practices of the 
teaching habits and reading programs in each school. The quantitative data included a 
collection of reading scores from two separate reading tests. The data were used to test 
the hypothesis. The hypothesis (Ha) states that the academic impact of reading 
interventions provided to kindergarten through third grade students identified as at-risk 
for reading failure, is greater when compared to a school with limited reading 
interventions. The null hypothesis (H0) states that the academic impact of reading 
interventions provided to kindergarten through third grade students identified as at-risk 
for reading failure is no greater when compared to a school with limited reading 
interventions.  
Participation 
 Participants in this study consisted of 30 students from two separate elementary 
schools at two different school districts—15 children from School A in District 1 and 15 
children from School B in District 2. As noted in Table 1, School A is a kindergarten 
through third grade School and at the time of the study it accommodated 299 students. 
The participants at School B included 319 students in a kindergarten through fifth grade 
school. Student numbers in these buildings change constantly throughout the year due to 
high levels of student mobility.   




Demographic and Operations Data 2007 
__________________________________________________________________ 
Students                        School A                       School B 
__________________________________________________________________ 
Number of Students            299 319 
__________________________________________________________________ 
Racial/Ethnic Background (%) 
 
White  6.8 11.2 
 
Black 90.5 87.9 
 
Hispanic 2.7 0.9 
 
Asian/Pacific Islander 0.0       0.0 
 
Native American 0.0  0.0 
 
Multiracial/ethnic 0.0  0.0 
_________________________________________________________________ 
Additional Information (%) 
 
Low Income 100                 96.1 
 
Limited English Proficient 0.0   0.3 
 
Mobility 18.6 11.5 
 
Attendance Rate 92.4 94.6 
_________________________________________________________________ 
Instructional Setting – Average Class Size 
 
Kindergarten 17.5 26.0 
 
Grade 1 23.0 26.5 
 
Grade 2 20.8 33.5 
 
Grade 3 20.7 29.0 
 
Grade 4 - 26.5 
 
Grade 5 - 24.5 
_________________________________________________________________ 




Average Teaching Experience (Yrs) 11.1 10.3 
 
% Teachers w/Emergency or Provisional  
 
Teaching Credits 2.6     2.2 
 
% Teachers w/Graduate Degrees 30.8 32.4 
 
Average Teacher Salaries $49,775     $58,796 
__________________________________________________________________ 
Note. From “School Profile,” by Illinois State Board of Education, 2007. Retrieved November 20, 2007, 
from http://iirc.niu.edu/District.aspx?districtID=41057012026. 
Instrumentation 
 The independent variable (reading interventions), implemented in an attempt to 
increase reading skills for kindergarten through third grade students, was measured by the 
ISAT, and the ITBS. The ISAT measured individual student achievement relative to the 
Illinois Learning Standards for evaluation of student learning and school performance 
(Illinois State Board of Education, 2007). 
 The Iowa test of Basic Skills (ITBS) is a nationally standardized norm-referenced 
 test (NRT). The test examines skills in various subjects such as math and 
 Language arts. The participants are usually scored in percentages, and also in 
 comparison to other participants across the country. The test was developed in the 
 University of Iowa, based on over seventy years of ongoing research. The exam 
 measures the skill and achievement of students from kindergarten to grade eight 
 with the objective of providing an in-depth measure of important educational 
 objectives. The ITBS provides reliable information about the students’ skill 
 development as well as critical reasoning, in comparison to their peers. (Pedagogy  
 Education, 2005, p. 1) 
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The researcher examined the data to determine the reading outcomes for students 
in general in kindergarten through third grade in each school district, specifically the 
resulting test scores of students in these grades who were identified as at-risk for reading 
failure and who received intensive levels of reading interventions prior to grade three. 
Data of students in grade three, who were identified as at-risk for reading failure while in 
kindergartener or first grade and who received intensive levels of reading interventions at 
School A were compared to those students in grade three who received limited or no 
reading interventions at School B.     
 The researcher also conducted interviews to evaluate each school’s quality of 
teaching and to analyze each school’s reading program. The purpose of this study was to 
investigate whether students identified as at-risk for reading failure in kindergarten 
through third grade who received increasing levels of interventions in reading had a 
higher level of achievement than those students who received limited interventions. 
Therefore, the researcher conducted evaluations to identify factors that influence reading 
development. This undertaking was particularly important for a number of reasons. First, 
when working with students who struggle with reading, it is important for teachers to 
have effective intervention reading programs to help those students acquire necessary 
reading skills. Second, teacher qualification and motivation can greatly influence a 
student’s effort and performance, which can either enhance or impede reading success, as 
noted in chapter two of this dissertation.  
Reading Programs  
  Interviews and open-ended questionnaires were used to examine the reading 
programs at each school (see Appendices A and B). The questionnaires were designed to 
Effects of Early Reading Interventions             69 
 
  
analyzed and compare (a) school goals including objectives and priorities; (b) assessment 
practices; (c) instructional programs and materials; (d) instructional time; (e) 
differentiated instruction, grouping, and scheduling; and (f) administration, organization, 
and communication (see Table 11). While each school had its own unique set of 
characteristics, both schools appeared to have effective school wide reading programs 
that included reading curriculums aligned to meet state standards and clearly defined 
goals and objectives. However, additional data and evaluations indicated that there was a 
difference in the implementation of the two reading programs.   
Teaching Standards  
 When evaluating the quality of teaching, the researcher referred to the Illinois 
Professional Teaching Standards. An interview with each school administrator was 
conducted to examine how well each school understood and adhered to the following: 
  (a) content knowledge (the teachers’ understanding of the central concepts, 
 methods of inquiry, and structures of their disciplines); (b) human development 
 and learning (the teachers’ understanding of individual  growth, development, and 
 learning);  (c) diversity (the teachers’ understanding of differentiated instruction);   
 (d) planning for instruction (the teachers’ understanding of instructional planning 
 and capability to design instruction based upon knowledge of the discipline, 
 students, the community, and curriculum goals); (e) learning environment (the 
 teachers’ abilities to create a learning environment based on individual and group 
 needs); (f) instructional delivery (the teachers’ abilities to use a variety of  
 instructional strategies to encourage students’ development of critical thinking,
 problem solving, and performance skills); (g) communication (the teachers’ use of 
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 knowledge of effective written, verbal, nonverbal, and visual communication 
 techniques to foster active inquiry, collaboration, and supportive interaction in the 
 classroom); (h) assessment (the teachers understand various formal and informal 
 assessment strategies and use them to support the continuous development of all  
 students);  (i) collaborative relationships (the teachers understand the role of the  
 community in education and develop and maintains collaborative relationships 
 with colleagues, parents/guardians, and the community to support student learning  
 and well-being); (j) reflection and professional growth (the teachers are reflective 
 practitioners who continually evaluate how choices and actions affect students, 
 parents, and other professionals in the learning community and actively seek  
 opportunities to grow professionally); and (k) professional conduct 
     (the teachers understand education as a profession, maintain standards of    
     professional conduct, and provide leadership to improve student learning and    
     well-being (Illinois State Board of Education, p. 2) (see Tables 11 and 12).  
 In order to raise reading scores for all students, it is necessary to raise teacher 
expectations and understanding of student learning. The teachers' teaching skills and 
expectations strongly influence the students' effort and performances. Teaching standards 
are designed to heighten the teachers' awareness of their abilities to interact with students 
as well as offer insight into how they can promote student achievement. 
 The intent of this study was to present an objective, accurate, and descriptive view 
of the teaching characteristics and practices for two elementary schools located in the 
Southwest region of Illinois. The quality of each school’s reading program was also 
discussed. Moreover, the researcher hypothesized that at-risk readers in kindergarten 
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through third grade who received increasing levels of interventions in reading would have 
a higher level of achievement than those students who received limited intervention.  
Reliability 
 The ISAT is a statewide assessment. Statewide assessments are required to be 
reliable, and generate dependable information. The NCLB Act (2001) established 
guidelines that require reliability documentation of tests; likewise, professional standards 
are expected in the measurement field. Determination of reliability is measured on a scale 
from 0 to 1. The assessment test for Illinois is on track for its development and 
implementation of its assessments and accountability system (McGee, 2001). 
 The ITBS is also a statewide assessment. The ITBS is a nationally standardized, 
norm-referenced test. Services to the schools are provided by the College of Education at 
the University of Iowa. The reliability of the ITBS is validated by the formal construction 
of test design and scoring procedures by educational testing professionals (University of 
Iowa, 2007). 
Validity 
 It is imperative that statewide assessments are valid and provide true 
measurements, measuring exactly what is intended. Equally, content validation should be  
firm, and based on a matter of degrees that endorse adequacy documentation. Content 
validity is firmly connected to the test purpose. Validity documentation was obtained 
from the Department of Education and the State Board of Education (University of Iowa, 
2007). 
 The ITBS is also a statewide assessment. The ITBS is a nationally standardized, 
norm-referenced test. The professionals at the College of Education of The University of 
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Iowa use professional judgment about whether the content of the test measures are 
appropriate and represents the range of what examinees should know and be able to do. 
The validity of the ITBS is also validated by professional judgment about whether the 
content measures are appropriate and represents the range of what examinees should 
know and be able to do (University of Iowa, 2007). 
External Validity of the Study 
 Threats to external validity. Four main categories were considered with regard to 
threats to the external validity of this study: (a) the type of assessment generating the 
scores, (b) the process used for calculation of grade equivalent (GE), (c) socioeconomic 
levels of school populations, and (d) limited school diversity.   
 First, assessment scores used for this study were from the ITBS and the ISAT. 
The scores from the ITBS were GE scores. These scores describe performance in terms 
of grade level and months. Standard scores, where the mean is set to be 100, were not 
used to determine reading growth. Second, the scores from the ITBS were divided into 
two columns for each school to better illustrate each student’s progress. The first column 
depicted the student’s developmental area. It is identified as the GE. The second column 
for each school showed the actual grade equivalent the student was expected to have 
based on his grade level. The third column for each school showed the difference, 
illustrating how many months or years the student was either ahead, behind or on grade 
level. Using the results from the GE scores, statistical tests, such as t-tests and chi-square 
tests were used to compare student growth at each school. Third, the socioeconomic 
levels of School A and School B were considered to be low socioeconomic status, with 
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98% of the students receiving free or reduced lunch at School A and 96.1% receiving free 
and reduced lunch at School B.  
 Frequently, these schools often need the economic and communal support that 
distinguish school groups with high socioeconomic status. Parents may also have 
inadequate or limited access to community resources that promote and support children's 
development and school readiness. These variables can predict treatment outcomes. 
Fourth, district populations at Schools A and B represented limited diversity. Ethnic 
representation at School A was 6.8% White, 90.5% Black, and 2.7% Hispanic. At School 
B, the population included 11.2% White, 87.9% Black, and 0.9% Hispanic. Raising the 
achievement level of low-achieving minority students who live in urban low-income 
areas can create a greater challenge for educators when compared to educators raising the 
achievement level of low-achieving white students, who live in high-income suburban 
areas. For example, schools with a predominantly Black population typically require 
teachers of different ethnic backgrounds to understand differentiated teaching. Teachers 
may also need to recognize that their expectations have an effect on student outcomes.  
Summary 
 The methodology used in this study led to a careful investigation, as documented 
by the final chapter. The investigation began by collecting and studying data from two 
separate school districts. Both schools were located in Illinois. Qualitative and 
quantitative research were used to do a comparative study. To avoid any type of sampling 
bias, classifications were consistent when comparing groups. The researcher conducted 
thorough in-person interviews with school administrators. The same types of questions 
were asked in the interviews and on all evaluation forms. Four main categories were 
Effects of Early Reading Interventions             74 
 
  
considered with regard to the external validity of this study: (a) the type of assessment 
generating the scores, (b) the process used for calculation of GE, (c) socioeconomic 
levels of school populations, and (d) limited school diversity. Finally, all information was 
collected and documented. The results are reported in chapter four. 
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Chapter Four - Results 
 
  The purpose of this study was to investigate whether students identified as at-
risk for reading failure in kindergarten through third grade who received increasing levels 
of interventions in reading had a higher level of achievement than those students who 
received limited interventions. At-risk readers were children in grades kindergarten 
through third grade who were identified through various assessments as having weak 
reading skills. Many of these children need extra help to become good readers. Early 
intensive levels of reading interventions allow these students to receive supplemental 
small-group reading instructions. Explicit, systematic instruction provided by teachers 
focused on five essential components of early literacy skills. These components were (a) 
phoneme awareness (the ability to hear the individual sounds in a word and to segment 
the sound), (b) phonics (the ability to associate sounds with letters and use these sounds 
to form words), (c) vocabulary (the ability to understand and use word meaning), (d) 
comprehension (the ability to convey meaning from text), and (e) reading fluency (the 
ability to read words in connected text). 
 This was a quantitative and qualitative research study designed to provide 
answers for the following research questions:  
1.   What gains are made in reading abilities for children who are at-risk for 
reading failure and who receive intensive levels of reading interventions as 
defined by a scientifically based reading program? 
2. What changes, if any, could occur as a result of parents and educators gaining a 
better understanding of how children learn to read? 
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Description of Sample 
 The researcher investigated reading test data from two separate schools in two 
different school districts in this study. Both schools serviced an urban school setting in 
the Southwest region of Illinois. School A, located in school district one, served students 
in grades kindergarten through third grade. This building was comprised of 299 students. 
School B, located in school district two, served students in grades kindergarten through 
fifth grade. This building was comprised of 319 students. School A adopted the DIBELS 
assessment. This is an assessment designed to help schools identify students at risk for 
reading failure. This program emphasizes the implementation of intensive levels of 
reading interventions. It also distinguishes the areas in which the students need intensive 
reading interventions. The DIBELS test is used by School A as a result of the school 
being a Reading First School. School B was not a Reading First school and therefore, this 
school had not adopted any particular reading intervention program. Teachers used 
individual intervention reading instruction, instead of the scientifically-based reading 
interventions recommended by Reading First.   
Quantitative Data Analysis 
 Using reading scores previously collected for 2005-2007, a comparison was done 
between School A and School B to evaluate the effectiveness of the reading programs 
that were in place. Reading scores for 15 children who attended School A and who 
received the intensive interventions through the Reading First Program during 2005-2007 
were compared to the reading scores of 15 children who attended School B and who did 
not receive intensive interventions through the Reading First Program between 2005-
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2007 (see Table 2 and Table 4). The ITBS and the ISAT scores were used to measure 
Table 2 
IOWA Reading Scores for School A (Intervention Group) 
_______________________________________________________________________ 
                  Grade    Grade 
 
 Equivalent  Equivalent 
 
School A Obtained   Expected  Difference 
_______________________________________________________________________ 
 
Student 1 2.9 3.0 -.1 
Student 2 2.9 3.0 -.1 
Student 3 3.5 3.0  .5 
Student 4   4.8 3.0     1.8 
Student 5 4.3 3.0 1.3 
Student 6 3.9 3.0   .9 
Student 7 1.5 3.0 -1.5 
Student 8  3.0 3.0  0 
Student 9 2.5 3.0 -.5 
Student 10 3.2 3.0 .2 
Student 11 3.1 3.0 .1 
Student 12  2.2 3.0 -.8 
Student 13 4.1 3.0 1.1 
Student 14 1.7 3.0 -1.3 
Student 15 3.0 3.0 0 
 




student reading achievement. The two groups examined in this study were similar in 
demographics in turns of grade, age and school settings. The schools also had similar 
characteristics, for example, school size, type of community serviced, type of school, and 
number of students in each grade. For the quantitative data analysis, the researcher only 
compared the reading scores from the two tests.  
 ISAT scores are used yearly by the state to calculate a school or district’s 
Adequate Yearly Progress (AYP) to ascertain if learners are on base for reaching the 
requires performance based target. The ITBS, administered to students beginning in 
kindergarten and progressing until grade eight, is used to assess educational development.  
The scores from the ITBS were divided into two columns for each school to better 
illustrate each student’s progress (see Table 2 and Table 4). The first column depicts the 
student’s developmental area. It is identified as the GE. The GE number describes 
performance in terms of grade level and months. For example, if a student in the second 
grade obtains a GE of 2.9, his score illustrates he finished the ninth month of second 
grade on the test. The second column for each school shows the actual grade equivalent 
the student was expected to have based on his grade level. The third column for each 
school shows the difference, illustrating how many months or years the student is either 
ahead, behind, or on grade level. Initial evaluation of reading abilities was use to chose 
students to take part in the intervention. Students with poor reading skills were chosen to 
participate in the intervention program. 
            Using the reading scores from School A and School B, a one sample t-test was 
used to compare student growth at each school. The researcher was testing to compare  




 Results of One Sample T-Test for School A (Intervention Group) 
_____________________________________________________________________ 
Mean 0.226667 
Standard Error 0.269827 
Median 0 
Mode 0.1 
Standard Deviation 1.045034 
Sample Variance 1.092095 



















IOWA Reading Scores for School B (Non-Intervention Group) 
______________________________________________________________________ 
                 Grade      Grade 
 
 Equivalent   Equivalent 
 
School B Obtained    Expected     Difference 
______________________________________________________________________ 
 
Student 1 3.8 3.0   .8 
Student 2 2.9 3.0 -.1 
Student 3 2.7 3.0 -.3   
Student 4  4.0 3.0                           1   
Student 5 3.0 3.0                           0   
Student 6 3.0 3.0                           0 
Student 7 2.4 3.0 -.6 
Student 8  2.9 3.0 -.1 
Student 9 3.0 3.0                           0 
Student 10 2.4 3.0 -.6 
Student 11 3.3 3.0 .3 
Student 12  4.0 3.0 .1 
Student 13 2.6 3.0 -.4 
Student 14 2.1 3.0 -.9 
Student 15 3.9 3.0 .9 
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mean scores (see Table 3 and Table 5). The test was run using Microsoft Office Excel. It 
is a special case of a one-way Analysis Of Variance (ANOVA). The paired t-test 
provided a hypothesis test of the difference between population means for a pair of 
samples whose differences were approximately normally distributed. 
 The null hypothesis (H0) stated, the academic impact of reading interventions 
provided to kindergarten through third grade students identified as at-risk for reading 
failure is no greater when compared to a school with limited reading interventions. The 
alternative hypothesis (Ha) stated, the academic impact of reading interventions provided 
to kindergarten through third grade students identified as at-risk for reading failure is 
greater when compared to a school with limited reading interventions. Data analysis 
tested for a significant difference between the means of the two groups. The mean score 
for children in the intervention group at School A was 0.227 (see Table 3). The mean 
score for the children in the non-intervention group at School B was 0.006667 (see Table 
5). The results revealed that no significant differences existed between the two tests  
(t= 0.803, df = 14, p= 0.435). The p-value associated with t is (>0.05). This is evidence 












 Results of One Sample T-Test for School B (Non-Intervention Group) 
_____________________________________________________________________ 
Mean 0.006667 
Standard Error 0.143914 
Median 0 
Mode 0 
Standard Deviation 0.557375 




























School A 15 0.227 1.05 0  
 
 
School B 15 0.00667 0.557 0  
 
 
       
Result t statistics Df p-value1 Mean 
Difference 










0.717938 21 0.480707 0.22033 -0.417887 0.58547 
Note. From “OpenEpi: Open Source Epidemiologic Statistics for Public Health,” by A. G. Dean, K. M. 








 F statistics Df (numerator, denominator) p-value1 
Test for equality of 
variance2 
3.5536 14, 14 0.0238332 
 
Note. From “OpenEpi: Open Source Epidemiologic Statistics for Public Health,” by A. G. Dean, K. M. 
Sullivan, & M. M. Soe, 2008. Retrieved from OpenEpi Web site: 
http://www.openepi.com/Menu/OpenEpiMenu.htm. 
 In Table 7 the data illustrated the equality of variance or an analysis of variance 
(ANOVA), found in Table 6, and yielded the p-value. The p-value, the probability 
suggested the strongest possible conclusion by measuring consistency. When comparing 
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School A and School B, it calculated the probability of the results from the data in Table 
6 and further suggested that the null hypothesis (H0), the academic impact of reading 
interventions provided to kindergarten through third grade students identified as at-risk 
for reading failure is no greater when compared to a school with limited interventions, 
and the alternative hypothesis (Ha), the academic impact of reading interventions 
provided to kindergarten through third grade students identified as at-risk for reading 
failure is greater when compared to a school with limited reading interventions, were 
evaluated.   
  Ho: µA = µB 
  Ha: µA  > µB 
 This one-way ANOVA module showed the confidence intervals for each 
individual mean. This function gives a paired student t-test, with confidence intervals for 
the difference between a pair of means. The two-sample independent t-test displayed the 
mean score at 0.227 for children in the intervention group at School A. The mean score 
for the children in the non-intervention group at School B showed 0.00667 (see Table 6). 
The calculations were (t= 0.803, df = 14, p= 0.435). These calculations revealed that the 
probability (P) was greater than 0.05, thus, confirming that the means were not 
statistically different and accepting the null hypothesis. This additional test demonstrated 
that those students at School A who were identified as being at-risk for reading failure 
and who received intensive reading interventions showed no greater growth by 2007 than 
the group of students at School B who did not participate in a reading intervention 
program. The test was run using the Open-Epi Statistics, Diagnostic On-Line Test 
Evaluator.  








in reading scores 
Students who 





9 6 15 
Non-intervention 
Group 
8 7 15 
Total  17 13 30 
Chi-Square = 0.13574661 
________________________________________________________________________ 
  
The following formula was used to calculate the test in Table 8.  
 
           (ab - bc)2   (a + b + c + d) 
χ2 =    (a + a)(c + d)(b + d)(a + c) 
 
 Considering the outcome of the Two Sample Independent T-Tests in Table 6, a 
Chi-Square test was used to determine the percentage of students who increased their 
reading scores (see Table 8). Chi square = 30[(9)(7) - (6)(8)]2 / (15)(15)(13)(17) x2 = 
0.1357. The data in Table 8 illustrates the frequency for students who increased their 
reading scores when compared to students who failed to increase their reading scores. 
The results of the Chi-Square test in Table 8 was x2 (N=30, df =1, P>0.05). These 
findings indicated that the null hypothesis is true. The hypothesis, the academic impact of 
reading interventions provided to kindergarten through third grade students identified as 
 
at-risk for reading failure is greater when compared to a school with limite
interventions , was rejected. Growth in reading scores for the students at School A, who 
received the interventions, was not significantly greater than the growth in reading scores 
for students at School B, the non
nearly equal growth between the two schools with School B showing a slightly higher 
score. 
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65 Students at School A  
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Note. From “Student Assessment,” by Illinois State Board of Education, 2007. Retrieved November 20, 
2007, from http://www.isbe.state.il.us/assessment/isat.htm. 
 Further tests were conducted to evaluate the scores of the complete 2007 third 
grade groups from each school. As shown in Figure 1, School B was making AYP, as 
required by the State of Illinois and NCLB Act of 2001, in reading. In School A where 
reading interventions were used, the school was not making AYP in reading. The 
numbers in the chart show that out of 65 students at School A (intervention group), 39% 
met and exceeded state standards, 2% of the students exceeded state standards for 
reading, 37% met state standards and 45% were below. In School B (non-interventions 
group), 57 students were tested. Out of this group, 84% met and exceeded state standards, 
23% exceeded state standards, 61% met, and 16% were below.  
 Based on the data in Figure 1, there was no significant difference between 
children receiving intensive reading interventions and students not receiving 
interventions. Therefore, the null hypothesis was accepted: the academic impact of 
reading interventions provided to kindergarten through third grade students identified as 
at-risk for reading failure is no greater when compared to a school with limited 
interventions. It was expected that School A (intervention group) would have greater 
gain; however, according to the numbers in Figure 1, School B (non-intervention group) 
exceeded School A, but the gain was not significant. 
 Using the ISAT scores from Figure 1, a Chi-Square test was performed to further 
determine if the scores from the two schools differed significantly. As illustrated in Table 
10, there was no significant difference between children receiving intensive reading 
interventions and students not receiving interventions. There are many factors that could 
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contribute to reading success. Some of these factors include student style of learning, rate 
of learning, teacher qualification and motivation, and the effectiveness of the school’s 
Table 9  
ISAT Chi-Square Data Chart 
 Students Exceeds Meets Below Total 
School A 65 2 37 45 84 
School B 57 23 61 16 100 
Totals 122 25 98 61 184 
Chi-Square = 36.187 














Figure 2. Line Plot of 2007 ISAT Reading Scores for School A and School B 




















reading program, which includes the implementation of the reading program. Most 
importantly, learning to read is enhanced when teachers carefully adapt to the needs of 
their students.  
 The plot line above clearly illustrates the differences between the ISAT Reading 
Scores for School A (intervention group) and School B (non-intervention group). As 
depicted in the chart, School B exceeded School A in making growth for the year. In all  
Table 10 
T-Test Results for ISAT Reading Scores 
_______________________________________________________________________ 
t= 0.812  
sdev= 26.6  
degrees of freedom = 6  
The probability of this result, assuming the null hypothesis, is 0.448  
________________________________________________________________________
School A: Number of items= 4        School B: Number of items= 4 
________________________________________________________________________ 
2.00 37.0 39.0 45.0 16.0 23.0 61.0 84.0   
Mean = 30.8 Mean = 46.0      
95% confidence interval for Mean: -1.756 95% confidence interval for Mean: 13.49 
thru 63.26 thru 78.51    
Standard Deviation = 19.5 Standard Deviation = 32.1  
Hi = 45.0 Low = 2.00 Hi = 84.0 Low = 16.0   
Median = 38.0 Median = 42.0   
Average Absolute Deviation from Average Absolute Deviation from 
Median = 11.2 Median = 26.5      
______________________________________________________________________ 
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four categories, except for students below state standards, School B was slightly ahead of 
School A. These numbers were used to perform a t-test. Table 10 depicts the results.   
 As demonstrated with the ITBS test scores, the ISAT t-test showed that School B (non-
intervention group) was making better progress than School A (intervention group) in reading. 
The ISAT scores illustrated the ISAT scores for the entire school. The mean score for School A 
was 30.8 and the mean score for School B was 46.0. This was another indication that School B 
was implementing effective teaching instructions.  
Qualitative Data Analysis 
 
 The researcher conducted two interviews with school administrators to identify 
and analyze each school’s reading program (see Table 11). The duration of each 
interview was approximately an hour. In addition, the researcher conducted an evaluation 
to examine the Individual Professional Teaching Standards as related to the Illinois State 
Teaching Standards for each school (see Table 12 and Table 13). The following variables 
were investigated to evaluate the reading programs: 
1.   Goals, Objectives, Priorities – Respondents were surveyed to determine if 
they believed goals for reading achievement are clearly defined, anchored to 
research, prioritized in terms of importance to student learning, commonly 
understood by users, and consistently employed as instructional guides by all 
teachers of reading.  
2.   Assessment – Respondents were surveyed to determine if they believed 
instruments and procedures for assessing reading achievement are clearly 
specified, measure important skills, provide reliable and valid information 
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about student performance, and inform instruction in important, meaningful, 
and maintainable ways. 
3.   Instructional Programs and Materials – Respondents were surveyed to 
determine if they believed instructional programs and materials have 
documented efficacy, are drawn from research-based findings and practices, 
align with state standards and benchmarks, and support the full range of 
learners. 
4.   Instructional Time – Respondents were surveyed to determine if they believed 
a sufficient amount of time allocated for instruction and the time allocated is 
used effectively. 
5.   Differentiated Instruction/Grouping/Scheduling – Respondents were surveyed 
to determine if they believed instruction optimizes learning for all students by 
tailoring instruction to meet current levels of knowledge and prerequisite 
skills and organizing instruction to enhance student learning. 
6.   Administration/Organization/Communication – Respondents were surveyed to 
determine if they believed strong instructional leadership maintains a focus on 
high-quality instruction, organizes and allocates resources to support reading, 
and establishes mechanisms to communicate reading progress and practices. 
 The results in Table 6 suggest that the reading program at School B (non-
intervention group) was more effective than the reading program at School A 
(intervention group). Each school was evaluated using a score ranging from 1-20 for 
maintaining the following categories: (a) goals and objective prioritizing, (b) assessment, 
(c) instructional programs and materials, (d) instructional time, (e) differentiated 
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instruction/grouping/scheduling, (f) administration/organization/communication, and (g) 
professional development. Each item had a value of 0-2. 
 All but one category, instructional time, showed a slightly higher rating for 
implementation in School B. Survey responses indicated that a sufficient amount of time 
was allocated for instruction at School A. However, all others categories are also critical 
areas that could affect student achievement. For example, assessment is an area that 
dictates where students are in their learning; it helps teachers determine what learning 
goals and objectives are most important and it enables them to evaluate the effectiveness 
of their instructional practices. Another important area is differentiated instruction. When 
using differentiated instruction teachers use different teaching strategies to enhance 
student learning. Lessons are structured according to individual learning styles and rates 
of learning. As a result students are more engaged in the learning process.  
 Tables 10 and 11depict the evaluations of Individual Professional Teaching 
Standards at School A (intervention group) and School B (non-intervention group). The 
highest point in the evaluation process was 110 for either school. Based upon the criteria 
listed in Table 11 and using the point system, the highest point was 49% for School A 
(intervention group). However, the results listed in Table 12 for School B (non-
intervention group) showed the highest point at 75%. This is an indication that the Illinois 
State Teaching Standards are maintained at a higher rate at School B when compared to 









Evaluation of Reading Program for School A 
________________________________________________________________________ 
Elements School A 
(Interventions) 
School B  
(Non-Interventions) 
 Score Percent  Score Percent 
1.  Goals, Objectives, Priorities 10/14 71% 12/14 86% 
2.  Assessment 17/20 85% 20/20 100% 
3.  Instructional Programs and  
     Materials 
17/22 77% 18/22 89% 
4.  Instructional Time 14/14 100% 12/14 86% 
5.  Differentiated Instruction/ 
     Grouping/Scheduling 
8/10 80% 10/10 100% 
6.  Administration/Organization/ 
     Communication 
12/12 100% 12/12 100% 
7.  Professional Development 5/8 63% 7/8 88% 












Illinois Professional Teaching Standards Evaluation for School A 
 
Standard Standard Description Score 
Content 
Knowledge  
The teachers understand the central concepts, methods of 
inquiry, and structures of the discipline(s) and create 
learning experiences that make the content meaningful to all 
students.  5 
Human 
Development  
and Learning  
The teachers understand how individuals grow, develop, 
and learn and provide learning opportunities that support 
the intellectual, social, and personal development of all 
students.  7 
Diversity  
 
The teachers understand how students differ in their 
approaches to learning and create instructional opportunities 




The teachers understand instructional planning and design 
instruction based upon knowledge of the discipline, 
students, the community, and curriculum goals.  5 
Learning 
Environment 
The teachers use an understanding of individual and group 
motivation and behavior to create a learning environment 
that encourages positive social interaction, active 
engagement in learning, and self-motivation.  5 
Instructional 
Delivery  
The teachers understand and use a variety of instructional 
strategies to encourage students’ development of critical 5 
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 thinking, problem solving, and performance skills.  
Communication  
 
The teachers use knowledge of effective written, verbal, 
nonverbal, and visual communication techniques to foster 
active inquiry, collaboration, and supportive interaction in 
the classroom.  5 
Assessment  
 
The teachers understand various formal and informal 
assessment strategies and use them to support the 




The teachers understand the role of the community in 
education and develop and maintain collaborative 
relationships with colleagues, parents/guardians, and the 





The teachers are reflective practitioner who continually 
evaluates how choices and actions affect students, parents, 
and other professionals in the learning community and 




The teachers understand education as a profession, maintain 
standards of professional conduct, and provide leadership to 
improve student learning and well-being.  4 
____________________________________________________________________________________________________________
             54%/110 = Total Points 49% 
____________________________________________________________________________________________________________ 








Illinois Professional Teaching Standards Evaluation for School B 




The teachers understand the central concepts, methods of 
inquiry, and structures of the discipline(s) and create 





The teachers understand how individuals grow, develop, 
and learn and provide learning opportunities that support 




The teachers understand how students differ in their 
approaches to learning and create instructional opportunities 




The teachers understand instructional planning and design 
instruction based upon knowledge of the discipline, 
students, the community, and curriculum goals.  8 
Learning 
Environment 
The teachers use an understanding of individual and group 
motivation and behavior to create a learning environment 
that encourages positive social interaction, active 
engagement in learning, and self-motivation.  9 
Instructional 
Delivery  
The teachers understand and use a variety of instructional 
strategies to encourage students’ development of critical 7 
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 thinking, problem solving, and performance skills.  
Communication  
 
The teachers use knowledge of effective written, verbal, 
nonverbal, and visual communication techniques to foster 
active inquiry, collaboration, and supportive interaction in 
the classroom.  7 
Assessment  
 
The teachers understand various formal and informal 
assessment strategies and use them to support the 




The teachers understand the role of the community in 
education and develop and maintain collaborative 
relationships with colleagues, parents/guardians, and the 




The teachers are reflective practitioner who continually 
evaluates how choices and actions affect students, parents, 
and other professionals in the learning community and 




The teachers understand education as a profession, maintain 
standards of professional conduct, and provide leadership to 
improve student learning and well-being.  5 
____________________________________________________________________________________________________________
             82%/110 = Total Points 75% 
____________________________________________________________________________________________________________ 








 Within this chapter, the quantitative and qualitative research results were present 
to answer the two research questions. The first question asked, what gains are made in 
reading abilities for children who are at-risk for reading failure and who receive intensive 
levels of reading interventions as defined by a scientifically based reading program? 
Using quantitative data, reading scores from two separate schools, School A, being the 
intervention group, and School B, being the non-intervention group, were examined. The 
study showed that there was no greater gain for children who received the intensive levels 
of reading interventions as defined by a scientifically based reading program when 
compared to students who did not received the scientifically based intensive 
interventions.   
 The mean scores for each statistical test showed that there was no significant 
difference between reading scores from the two schools. However, each test did reveal 
that there was greater growth for School B, the non-intervention group, when compared 
to School A, the intervention group. Furthermore, the 2007 reading scores depicted 
School B as making AYP and School A as not making AYP. There are many factors that 
could contribute to students’ reading scores; the two that were examined in this study 
were (a) the teacher’s ability to meet professional teaching standards, and (b) the quality 
and the implementation of the school’s reading program. The researcher used interviews 
and open-ended questionnaires to conduct a qualitative study. The examination of the two 
schools indicated that School B, the non-intervention group, was slightly more sufficient 
in meeting state required teaching standards. Study of each school’s reading program also 
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revealed that the implementation of the reading program at School B was more effective 
than the implementation of the reading program at School A.   
 The second question asked, what changes, if any, could occur as a result of 
parents and educators gaining a better understanding of how children learn to read? 
As a result of this study, parents and educators may be able help students with reading 
difficulties by understanding that these children need extra support, the kind of support 
that only a highly qualified teacher can provide. This study revealed through a review of 
the literature that when children are exposed to teachers who are capable of meeting 
professional teaching standards, it enhances their abilities to become proficient readers. 
Equally, parents and teachers may understand the importance of effectively implementing 
a school’s reading program. A quality reading program, together with effective planning, 
strengthens the educator’s ability to establish clear goals and objectives, prioritize, assess, 
and implement effective reading instructions. 
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Chapter Five - Summary 
 Functional illiteracy is one of the most significant problems facing any society. 
Youth between the ages of 16-21, who experience the inability to function appropriately 
because of illiterate, account for approximately 50% of the nation's unemployed youth 
and have no prospect of acquiring a decent job. Additionally, 37% of fourth graders and 
26% of eighth graders cannot read at the basic level; and on the National Assessment of 
Educational Progress (NAEP, 2002) report, 26% of twelfth graders could not read at the 
rudimentary level. These statistics indicated that when students are reading text 
appropriate for their grade, they do not have the ability to ascertain the specify purpose 
for reading or use prior experiences to make connections with the text or even make 
simple conclusions about the text. In other words, children in this category cannot 
comprehend what they have read. 
 This purpose of this study was to investigate whether students identified as at-risk 
readers in kindergarten through third grade who received increasing levels of 
interventions in reading had a higher level of achievement than those students who 
received limited interventions. As illustrated in this study, at-risk readers were children in 
grades kindergarten through third grade who were identified through various assessments 
as having weak reading skills. Many of these children needed extra help to become good 
readers. Early intensive levels of reading interventions allowed these students to receive 
supplemental small-group reading instructions. Explicit, systematic instructions provided 
by teachers focused on five essential components of early literacy skills. These 
components were (a) phoneme awareness (the ability to hear the individual sounds in a 
word and to segment the sound), (b) phonics (the ability to associate sounds with letters 
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and use these sounds to form words), (c) vocabulary (the ability to understand and use 
word meaning), (d) comprehension (the ability to convey meaning from text), and (f) 
reading fluency (the ability to read words in connected text.) These skills are essential 
within an effective reading program.  
 As the literature in Chapter Two demonstrated, reading is a skill that must be 
taught. Further, for about 60% of students, their reading success is determined largely by 
the type of reading instruction they receive in the early years. Good readers (a) have 
phonemic cognizant, (b) have knowledge pertaining to the alphabetic standards, (c) utility 
these skills to read fluently and rapidly, (d) maintain powerful vocabulary skills, (e) have 
good linguistics skills, and (f) connect reading to prior experiences. Problems in any of 
these areas could hinder reading progress. The type of instruction children receive in the 
classroom is very important in the prevention of reading difficulties. Reviews of effective 
intervention programs indicated that there are some common characteristics that make 
these programs successful. For instance, children who struggle with reading appear to 
benefit more from one-on-one and small group tutoring because it provides the 
individualized support and additional instructional time these readers require. Instructions 
for children struggling with reading need to correspond with the normal classroom 
instructions so that the coupled programs are coordinated. Children encountering reading 
difficulty need highly skilled teachers capable of providing high-quality instructions in 
the regular reading program and during interventions. These elements would be useful in 
any program to help poor readers. 
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 In this study the dependent variable was the effectiveness of intensive reading 
instruction interventions for students in kindergarten through third grade as measured by 
the ITBS and the ISAT. The independent variable was the use of reading interventions, 
selected and implemented in an attempt to increase reading skills for students in 
kindergarten through third grade. The success of the interventions greatly depended on 
whether it was appropriately implemented by experienced educators. In measuring the 
success, the researcher focus was on the results from the reading tests and student 
outcomes.  
 The data was collected from two separate schools in two separate school districts. 
Both schools at the time of the study were considered to be urban school districts located 
in the Southwest region of Illinois. School A served students in grades kindergarten 
through third grade. This kindergarten through third grade building was comprised of 299 
students. School B served students in grades kindergarten through fifth grade. This 
kindergarten through fifth grade building was comprised of 319 students. School A had 
adopted the DIBELS assessment to help identify students at risk for reading failure. The 
DIBELS assessment is a test utilized by the Reading First program. Reading First is a 
program that was launched in accordance with the NCLB Act of 2001. Reading First 
schools emphasize the importance of specific intensive levels of reading interventions for 
students identified as at-risk for reading failure. 
 Qualitative and quantitative research data were used to do a comparative study. 
To avoid any type of sampling bias, classifications were consistent when comparing 
groups. Thorough in-person interviews were conducted with school administrators. The 
same types of questions were asked in the interviews and on all evaluation forms.  
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 The null hypothesis (H0) was accepted. It stated, the academic impact of reading 
interventions provided to kindergarten through third grade students identified as at-risk 
for reading failure is no greater when compared to a school with limited interventions. 
The alternative hypothesis (Ha) could not be accepted. It stated that the academic impact 
of reading interventions provided to kindergarten through third grade students identified 
as at-risk for reading failure is greater when compared to a school with limited reading 
interventions. Each statistical test showed that there was no significant difference 
between the reading scores for the two schools. There was no greater gain for School A, 
the intervention group, when compared to School B, the non-intervention group. 
Instead, School B, the non-intervention group, showed growth in its reading scores. 
Furthermore, the 2007 reading scores depicted School B as making AYP and School A 
as not making AYP, but with the 2007 reading scores and with each statistical test, the 
growth was not significant.   
Summary of Results 
 The quantitative and qualitative research used in this study was designed to   
provide answers for the following questions: 
1.   What is the academic impact of reading interventions provided to kindergarten 
through third grade students identified as at-risk for reading failure as defined 
by a scientifically based reading program?  
2. What changes, if any, could occur as a result of parents and educators  
 gaining a better understanding of how children learn to read? 
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 Answer to question one: What is the academic impact of reading interventions 
provided to kindergarten through third grade students identified as at-risk for reading 
failure as defined by a scientifically based reading program? Based on the results of this  
study, there were no greater gains for children who received the intensive levels of 
reading interventions, as defined by a scientifically based reading program (School A) 
when compared to students who did not receive the scientifically based intensive 
interventions (School B). There are various factors that can affect reading scores.  
The two that were examined in this study were (a) the teacher’s ability to meet 
professional teaching standards, and (b) the quality and the implementation of the 
school’s reading program. Interviews and open-ended questionnaires were used to 
conduct a qualitative study at both schools. During the interview with the administer from 
School A, it was discovered that many of the teachers did not fully understand how to 
meet the individual needs of their students. This is an indication that the Reading First 
program was not being implemented as designed. Furthermore, it was suggested that the 
teachers lack the ability to utilize the data to drive their instructions. The results of the 
interviews and the open-ended questionnaires revealed that School B, the non-
intervention group, was slightly more proficient in meeting state required teaching 
standards. Further, the implementation of the reading program at School B was more 
effective than the implementation of the reading program at School A, as evidenced by 
the results of the interviews and questionnaires.    
 For many children, learning to read is a difficult process. The gain for children 
who are at-risk for reading failure depends on the type of interventions they receive. For 
example, it has been shown that some children learn to read and expand their reading 
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abilities as they grow. Although, there are many groups of children for whom learning to 
read is a struggle. This presents a difficult situation to numerous educators. Moreover, it 
continues to be a subject of concern for teachers who strive to create an effective 
intervention program and/or develop valuable instructional strategies for students 
encountering reading problems. Reading is not automatic; it must be learned and children 
who are successful readers are typically those who have a history of successful reading in 
their early years.  
 The difference in reading abilities can be perceived as a limitation in various 
areas, such as phonics, phoneme awareness, vocabulary, comprehension or fluency. It 
could be disputed that those beginning at a lower level have an opportunity to gain more 
ground in the next year. However, this argument fails to represent a realistic fact about 
learning, because low achieving children usually fall further behind each year, rather than 
reaching grade level expectations. Nevertheless, it does present a valid line of reasoning 
that instigates a research critique.  
 Answer to question two: What changes, if any will occur as a result of parents 
and educators gaining a better understanding of how children learn to read? As a result 
of this study, parents and educators may be able help students with reading difficulties by 
understanding that these children need extra support—the kind of support that only a 
highly qualified teacher can provide. As evidenced in this study, when children are 
exposed to teachers who are capable of meeting professional teaching standards, it 
enhances their abilities to become proficient readers. Equally, parents and teachers may 
understand the importance of effectively implementing a reading program. A quality 
reading program together with effective planning strengthens the educator’s ability to 
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establish clear goals and objectives, prioritize, assess, and implement effective reading 
instructions. 
Discussion of Results 
 In an attempt to prevent reading failure, the faculty at School A (intervention 
groups) chose to be a Reading First School. Reading First emphasizes the importance of 
educators focusing on the five areas of reading instruction: phonics, phonemic awareness, 
vocabulary, fluency, and comprehension. By examining the results of this study, it 
became clear that children who are at-risk for reading failure would achieve gain when 
focus is given to the five areas of reading instructions. For example, phonemic awareness 
has been identified as one of the most reliable early indicators of how well a student will 
learn to read. When children gain phonemic awareness skills, they develop the ability to 
blend the sounds heard in the alphabet while decoding words, and enhance their 
knowledge of sight words and the ability to spell phonetically. 
 Many educators believe that children acquire language proficiency and an 
understanding of literacy before they enter school. Therefore, many teachers expect 
students to enter school with some understanding of what it means to be an effective 
reader. However, some children enter school without the skills needed to experience 
success with early reading instruction. Comprehension only works when children are able 
to decode words. Furthermore, without good comprehension skills, children will have 
problems with syllable and sentence segmentation, blending, and manipulation of sounds.  
Development of children's word-recognition skills plays a critical role in their abilities to 
be efficient readers. 
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 The results of this study further confirmed from the interviews and the 
questionnaires, that when a school has a way of monitoring student progress, information 
can be utilized to help the struggling reader. Progress monitoring is valuable because it is 
a method that gives steady feedback to educators about the efficiency of the instructional 
program and students’ success. It is also a scientifically based practice that is used to 
assess students' academic performance as it evaluates the effectiveness of instruction. 
When progress monitoring is implemented correctly, the benefits are great for both 
students and teachers. Teachers make more scholarly decisions about instructions, thus 
students receive more meaningful teaching. Considering the importance of progress 
monitoring, educators may want to consider utilizing this procedure. It offers high 
expectations for student achievement and it allows teachers to embrace research based 
practices to help students succeed.  
 It is also vital that teachers understand their students’ individual learning styles 
when teaching reading. The teacher has to show each student how to apply various 
reading strategies. Readers need to know how to apply these reading strategies and they 
need to know how these strategies fit into the big picture of reading. Therefore, by using 
differentiated instruction strategies, educators can meet the needs of all students, 
especially the students at-risk for reading failure, and help them to meet and exceed the 
established standards. The diverse classroom enhances the opportunity for children to 
receive an equivalent level of education. This is not due to intellectual differences, but 
rather the differences in the way students learn, based on their individual needs and prior 
experiences, and the variation in what teachers expect.    
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 School B, (the non-intervention group) was not a Reading First School, but the 
evaluation of the reading program conducted during this study revealed that it had a 
successful reading program including effective implementation of instruction. Moreover, 
the study revealed that the quality of teaching has an effect on student achievement. 
Although, teacher knowledge and qualifications were similar at both schools, when 
looking at the relationship between student achievement and the characteristics of 
teachers as outlined in Tables 11 and 12, it can be inferred that School B had teachers that 
were affecting their students in a positive way. A teacher who is excited about the subject 
can inspire learning with his or her enthusiasm. This would apply to reading because in 
the classroom, the teacher’s attitude about reading is passed on to her students. For this 
reason, more investigations should be conducted to learn about the relationships between 
teacher knowledge and motivation and how it affects student success. In addition, it can 
be interfered by the interview and test scores that the teachers at school B were utilizing 
their data to make scholarly decisions about instructions. 
Recommendations 
 It is recommended that a second analysis of the students’ reading scores be 
conducted in the future. When evaluating the effectiveness of reading instruction focused 
on the five areas of reading, it was discovered that one of the reasons the five components 
of reading (phonemic awareness, phonics, fluency, vocabulary, and comprehension) are 
getting special recognition is due to the report of the NRP, which came out in 2000. 
These five components of reading are the building blocks for teaching children in 
kindergarten through third grade. 
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 Numerous factors may affect student test scores. One variable revealed during this 
study indicated that teacher qualifications could be a major factor, and it is an area that 
needs further investigating. Research showed that when educators are highly trained, 
their ability to enhance student success is far greater than when educators are less highly 
trained. Reading can be a difficult skill to develop and a very challenging experience that 
interconnects with the development of many other accomplishments for example, 
recalling, awareness, dialect, and motivation. In addition to being a cognitive 
psycholinguistic function, reading also improves social interaction.   
 It is further suggested that research be pursued to determine how teachers’ 
attitudes, beliefs, and expertise can affect learning. For children to learn how to read, they 
need educators and parents who are dedicated to helping them. Professional growth 
opportunities should be pursued often and proper interventions need to be implemented. 
Chapter two demonstrated that by focusing on the five elements of reading  
instruction—phoneme awareness, phonics, vocabulary, comprehension, and reading 
fluency—children’s reading skills can be enhanced. However, the study findings 
suggested that teachers’ qualifications, experience, and enthusiasm can have a 
tremendous affect on student success.     
Conclusion 
 This study revealed that there are many elements that influence reading success 
for children identified as at-risk for reading failure in the early years. Guiding questions 
served as the basis for this research study. The findings demonstrated the link between 
reading success and the teacher’s ability to meet professional teaching standards. 
Furthermore, it was found that when these elements are combined with a quality reading 
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program and effective implementation of the reading program, reading skills for the at-
risk reader are enhanced.  
 One of the biggest risks for a reading intervention program is having teachers that 
practice lower standards of performance. The advancement of reading development 
should always be the reason for interventions. If there is an indication that students are 
not reaching the established reading goals, then the curriculum or the instructional 
methods of teaching reading should be strengthened. Furthermore, to ensure that the 
intervention systems are being utilized correctly, those that implement student 
instructions and furnish leadership for it, should provide school-level monitoring and 
frequent adjustments. These findings may help clarify the importance of quality teaching 
as it relates to the enhancement of reading achievement. Most importantly, this study may 
help educators to identify how reading interventions can be used as an instrument to 
improve reading skills and enhance school success.  
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Illinois Professional Teaching Standards - Individual School Evaluation Form 
Score on a scale of 1-10 




The teachers understand the central concepts, methods of 
inquiry, and structures of the discipline(s) and create learning 




and Learning  
The teachers understand how individuals grow, develop, and 
learn and provide learning opportunities that support the 




The teachers understand how students differ in their 
approaches to learning and create instructional opportunities 





The teachers understand instructional planning and designs 
instruction based upon knowledge of the discipline, students, 




The teachers uses an understanding of individual and group 
motivation and behavior to create a learning environment that 
encourages positive social interaction, active engagement in 





The teachers understand and use a variety of instructional 
strategies to encourage students’ development of critical 




The teachers uses knowledge of effective written, verbal, 
nonverbal, and visual communication techniques to foster 





The teachers understand various formal and informal 
assessment strategies and use them to support the continuous 




The teachers understand the role of the community in 
education and develop and maintain collaborative 
relationships with colleagues, parents/guardians, and the 





The teachers are reflective practitioner who continually 
evaluates how choices and actions affect students, parents, 
and other professionals in the learning community and 





The teachers understand education as a profession, maintains 
standards of professional conduct, and provides leadership to 
improve student learning and well-being.  
 
  ____/110 Total Points ____% 
 
Percent of Knowledge 
110 = 100% 
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Appendix B (Cont.) 
 
 
Planning and Evaluation Tool for 
Effective Schoolwide Reading Programs 
 
School:__________________________________________________________ 
Position (check one):      Grades Taught (if applicable):  
Administrator __           
Teacher __      Kindergarten __     First __     Second __     Third __   
Paraprofessional/Educational Assistant        
Years of Teaching Experience:         
Years at Present School:          
Directions 
Based on your knowledge of your school’s reading program (e.g., goals, materials, 
allocated time), please use the following evaluation criteria to rate your impressions of 
the reading program’s implementation. 
 
Each item has a value of 0-2. Please note that some items are designated with a factor, 
(e.g., x 2). Items with this designation are considered more important in the overall 
reading program. Multiply your rating by the number in parentheses and record that 
number in the blank to the left of the item. 
 
In the right-hand column of the table, document evidence available to support your rating 
for each item. 
 
 
Levels of Implementation Description 
 
0 = Not in place 
1 = Partially in place 
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Appendix B (Cont.) 
 
District Standards and Benchmarks 
 
0 = Not in place        1 = Partially in place    2 = Fully in place 
 
 Evaluation Criteria Documentation of Evidence 
Goals, objectives, priorities – Goals for reading achievement are clearly defined, 
anchored by research, prioritized in terms of importance to student learning, commonly 
understood by users, and consistently employed as instructional guides by all teachers 
of reading. 
Literacy benchmarks: 
____1. Are clearly defined and quantifiable 
at each grade level. 
 
 





____3. Are prioritized and dedicated to 
each of the 4 essential elements of literacy 
(word knowledge – structural analysis and 
vocabulary; accurate and fluent reading of 
connected text, comprehension and 
writing). (x 2) 
 
 
____4. Guide instructional and curricular 
decisions (e.g. time allocations, focus of 
instructions). (x 2) 
 
 
____5. Are commonly understood and 
consistently used by teacher and 
administrators within and between grades 
to evaluate and communicate student 
learning and improve practice.  
 
 
_____/14 Total Points _____% 
 
Percent of Implementation 
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0 = Not in place        1 = Partially in place    2 = Fully in place 
 
Evaluation Criteria Documentation of Evidence 
Assessment – Instruments and procedures for assessing reading achievement are 
clearly specified, measure essential skills, provide reliable and valid information 
about student performance and inform instruction in important, meaningful and 
maintainable ways. 
Assessments: 
____1. A school wide assessment system and 
database are established and maintained for 
documenting student performance and 
monitoring progress. (x 2) 
 
____2. Measures assess student performance on 
standards and benchmarks. 
 
____3. Measures are technically adequate (have 
high reliability and validity) as documented by 
research 
 
____4. All users receive training and follow-up 
on measurement administration, scoring and 
date interpretation. 
 
____5. At least once a year screening measures 
identify student’s level of performance and are 
used to determine instructional needs.  
 
____6. Formative measures are administered 
throughout the year to document and monitor 
student reading performance (frequency 
determined by need of student). 
 
____7. There is a system in place, which 
ensures measures are collected reliably, data are 
scored and entered accurately, and feedback is 
provided in a timely fashion to teachers.  
 
____8. Student performance data are analyzed 
and summarized in meaningful formats and 
routinely used to evaluate and adjust 
instruction.  (x 2) 
 
 
_____/20 Total Points  _____% 
Percent of Implementation 
10 = 50%   16 = 80%   20 = 100% 
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Appendix B (Cont.) 
 
Instructional Strategies and Instructional Materials 
 
0 = Not in place        1 = Partially in place    2 = Fully in place 
 
Evaluation Criteria Documentation of Evidence 
Instructional strategies and Instructional materials – The instructional strategies and 
materials have documented efficacy, are drawn from research-based findings and 
practices, align with district standards and benchmarks and support the full range of 
learners.  
Instructional strategies and materials: 
____1. Scientifically based reading 
instruction is implemented school wide 
including in content areas. (x 3) 
 
____2. instructional strategies and 
materials provide explicit instruction in the 
four essential components of literacy (word 
knowledge – structural analysis and 
vocabulary; accurate and fluent reading of 
connected text, comprehension and 
writing). (x 2) 
 
____3. Instructional strategies and 
materials align with and support district 
standards, scientifically based literacy 
practices and provide sufficient instruction 
in essential elements to allow the majority 
of students to reach learning goals.  
 
____4. Supplemental and intensive 
supports of documented efficacy are in 
place to support students who do not 
benefit adequately from the core cycle. 
(x 2) 
 
____5. Instructional strategies and  
materials are implemented with a high 
level of fidelity. (x 3) 
 
 
_____/22 Total Points _____% 
Percent of Implementation 
11 = 50%   18 = 80%   22 = 100% 
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 Instructional Time 
 
0 = Not in place        1 = Partially in place    2 = Fully in place 
 
Evaluation Criteria Documentation of Evidence 
Instructional Time – A sufficient amount of time is allocated for instruction and the 
time allocated is used effectively. 
Instructional time: 
____1. A school wide plan is established to 
allocate sufficient literacy time (2-3 hours 
a day – includes focus on literacy in 
content areas) 
 
____2. Literacy instruction is prioritized 
and occurs daily. (x 2) 
 
____3. Instructional time is allocated to 
skills and practice most highly correlated 
with reading success (i.e. essential 
elements of literacy including word 
knowledge, fluency, comprehension and 
writing). 
 
____4. Social studies, science, math and 
other content area materials are used for 
literacy instruction in addition to literature 
selections. (x 2) 
 
____5. Additional instructional time is 
allocated to students who fail to make 
adequate reading progress. 
 
 
_____/14 Total Points  _____% 
 
Percent of Implementation 
 
7 = 50%   11 = 80%   14 = 100% 
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0 = Not in place        1 = Partially in place    2 = Fully in place 
  
Evaluation Criteria Documentation of Evidence 
Differentiated instruction/Grouping/Scheduling –Instruction optimizes learning for all 
students by tailoring instruction to meet current levels of knowledge and prerequisite 
skills and organizing instruction to enhance student learning.  
____1. Student performance is used to 
determine the level of instructional 
materials and to select research-based 
instructional strategies and materials.  
 
____2. Instruction is provided in flexible 
groups for a variety of purposes to 
maximize student performance, 
engagement and opportunities to respond.  
 
____3. For students who require 
supplemental or intensive support (less 
than proficient) instruction is provided in 
addition to the literacy instruction provided 
to all students.  
 
____4. For students who require 
supplemental or intensive support (highly 
proficient) instruction is adjusted to target 
district core.  
 
____5. Group size, amount of instructional 
time and instructional strategies and 
materials are determined by and adjusted 
according to learner performance. 
 
 
_____/10 Total Points  _____% 
 
Percent of Implementation 
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0 = Not in place        1 = Partially in place    2 = Fully in place  
 
Evaluation Criteria Documentation of Evidence 
Administration/Leadership/Communication – Strong instructional leadership maintains 
a focus on high-quality instruction, organizes and allocates resources to support 
reading, and established mechanisms to communicate reading progress and practices. 
____1. Administrators and the building 
leadership team are knowledgeable of: 
• state standards 
•  priority literacy skills and strategies 
• assessment measures and practices 
•  instructional strategies and 
materials 
 
____2. Administrators and the building 
leadership team work with staff to create a 
coherent plan for literacy instruction in 
reading classes and across content areas. 
 
____3. Administrators and the building 
leadership team maximize and protect 
instructional time and organize personnel 
and resources to support literacy 
instruction, practice and assessment. 
 
____4. Grade level teams are established 
and supported to analyze literacy 
performance and plan instruction.  
 
____5. Concurrent instruction (i.e. special 
education, interventions) is coordinated 
with and complementary to instruction in 
reading and content area classes. 
 
____6. A communication plan for reporting 
and sharing student performance with 
teachers, parents, and school and 
Department of Education is in place. 
 
 
_____/12 Total Points  _____% 
Percent of Implementation 
6 = 50%   10 = 80%   12 = 100% 
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Professional Development 
 
0 = Not in place        1 = Partially in place    2 = Fully in place 
 
Evaluation Criteria Documentation of Evidence 
Professional Development – Adequate and ongoing professional development is 
determined and available to support reading instruction.  
____1. Teachers and instructional staff 
have thorough understanding and working 
knowledge of grade-level instructional 
priorities and effective practices for 
literacy. 
 
____2. Ongoing professional development 
is established to support reading and 
content area teachers and instructional staff 
in the assessment and instruction of 
strategic reading.  
 
____3. Time is systematically allocated for 
educators to work collaboratively to  
analyze, plan and refine instruction based 
on student achievement and teacher 
implementation data. 
 
____4. Professional development efforts 
are explicitly linked to instructional 
practices that have been shown to be 
effective through documented research. 
 
 
_____/8 Total Points _____% 
 
Percent of Implementation 
 
4 = 50%   6.5 = 80%  8 = 100% 
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Directions: Return to each element (e.g. goals, assessments) and total the score at the 
bottom of each page. Transfer each element’s number to the designated space below. 
Sum the total scores to compute your overall evaluation of the building-wide core reading 
cycle. The total possible value is 100 points. The total score can be used to evaluate the 
overall quality of the school’s core reading cycle. 
 
Evaluate each element to determine the respective quality of the implementation. For 
example, a score of 11 in Goals/Objectives/Priorities means that in your estimation the 
school is implementing approximately 80% of the items in the element.  
 
Element Score  Percent 
 
1. Standards and Benchmarks 
 
   










3. Instructional Strategies and Materials 
 




4. Instructional Time 
 




5. Differentiated Instruction/Grouping 
 










7. Professional Development 
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1. Based on the school wide summary scores for each element and the average group 
score, identify the areas of strength. Strengths may be based on elements or on 
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August 2004 – June 2006 
Riverview Gardens School District, St. Louis, MO  
First Grade Teacher 
• Developed grade level appropriated curriculum and lead classroom instructions  
 in all basic subject areas: reading, writing, math, social studies, and science 
• Served as Member of The Professional Development Committee. Conducting     
        and coordinating professional development for the staff.  
• Created and promoted incentive programs to recognize and encourage honor  
        students. 
• Helped to create and promote after school activities designed to increase  
               parental involvement and student learning. Example: Carnival Night/Family  
       and Fun Night. 
• Provided after school tutoring to enhance reading and reading comprehension  
        for students. 
 
Thurgood Marshall Academy     
August 2002– June 2004 
Charter School District, St. Louis, MO 
 Head Teacher 
• Supervised the building in the absence of the principal 
• Worked collaboratively with teachers (discipline cadre) to create a school wide 
discipline plan 
•  Member of School Advisory/Steering Committee - assisted with the development 
and implementation of school activities and procedures to improve the educational 
outcome of all students. 
• Helped to create and launch Job Fair to recruit qualified teachers for the up-coming 
school year and served on committee to recruit new teachers. 
• Served as mentor to beginning teachers.  
• Worked with committee to help promote community involvement:    
• Coordinated School/Community Open House Program aimed at increasing  
        community interest and involvement.     
• Worked as grade level team chairperson - strategic planning to enhance classroom 
instructions.   
• Assisted with the enhancement and the redeveloping of the language and  
            math curriculum for the Charter School District to meet the No Child Left  
           Behind Legislation requirements. 
  
  





 Eliot Elementary School           
 August 2000 – June 2002 
 St. Louis Public Schools, St. Louis, MO 
 Third Grade Teacher 
• Taught core curriculum, planned and implemented all basic subject areas:  
        reading, writing, math, social studies, and science. 
• Worked closely with the community on various projects   
• Collaborated with parents and colleagues to improve student learning. 
 
 Dwight McDaniels School of Christian Education             
 August 1988 – June 1990 Parochial School, St. Louis, MO  
 First Grade Teacher  
• Taught academic skills to students in team teaching classroom setting.  
• Prepared and administered cross-curricular unit lessons.  
• Generated all lesson-plans, attendance and grade records.  
• Utilized the Assertive Theory to promote self-discipline, positive self-esteem,  
        and  socialization skills. 
•    Conducted parent/teacher conferences to assess students’ learning and   
        progress. 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
